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ABSTRACT 
EFFECTS OF INFORMATION ABOUT LEARNING DISABILITIES 
FOR LEARNING DISABLED ADULTS 
SEPTEMBER 1992 
DENISE KERNAN, B.A., KEAN COLLEGE 
M.A., COLLEGE OF ST. JOSEPH THE PROVIDER 
ED.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Patricia Gillespie-Silver 
The present study investigated the influence of cognitive training 
providing information about learning disabilities on two measures of 
achievement-related behaviors: the self-concept and comprehension of 
learning disabilities for five adjudicated learning-disabled adolescent 
delinquents. The subjects were four male African Americans and one 
Spanish American male ages thirteen through sixteen, who were 
incarcerated in a Department of Youth Services secure facility in 
Western Massachusetts. 
The study used a single-subject ABA design, and training was 
provided individually to subjects over the course of ten daily sessions. 
The training was based upon a text (Student Response booklet) developed 
by the experimenter. The subjects' task persistence was measured using 
daily observation in mathematics classes. Subject productivity was 
measured using a daily tally of the number of math problems attempted. 
Measures of the subjects' self-concept were obtained using a 
pre/posttest measure of the Coopersraith Self-Esteem Inventory; measures 
of knowledge of learning disabilities were obtained using Pre/posttest 
vi 
measures of the Kernan Learning Disabilities Inventory. Results revealed 
treatment effects for all subjects on measures of knowledge of learning 
disabilities. Four subjects showed treatment effects on School and 
Academic subscale measures of self-concept. One subject showed a 
significant treatment effect on measures of subject productivity. No 
significant treatment effect was obtained for measures of task 
persistence. 
• • 
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CHAPTER I 
INTRODUCTION 
Background of the Study 
This paper's research on the effects of knowledge about learning 
disabilities for learning-disabled adolescent delinquents is based upon 
two assumptions: first, adjudicated learning-disabled delinquents may 
not be informed about their learning disability and resulting special 
education needs; consequently, they cannot evaluate how such 
disabilities may have affected their experiences of learning at school. 
Second, this lack of information may have resulted in false attributions 
about their success and failure experiences and ability to achieve, 
which may have significantly affected their achievement-related 
behaviors. The questions for the research are: (1) What is the 
knowledge that learning-disabled adjudicated delinquents possess about 
learning disabilities in general, and their own learning disability in 
particular? (2) Will information on learning disabilities delivered 
during cognitive training be understood by the subjects? (3) Will the 
subjects' knowledge of learning disabilities change as a result of 
treatment? (4) Will the subjects' achievement-related behaviors change 
as a result of being exposed to information about learning disabilities? 
For the purpose of this research, the definition of learning 
disabilities contained within Public Law 101-476 (Individual 
Disabilities Education Act) will be used. The definition within PL 
101-476 is as follows. 
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. . . those children who have a disorder in one or more of the 
basic psychological processes involved in understanding or using 
language, spoken or written, which disorder may manifest itself in 
the imperfect ability to listen, think, read, spell, or do 
mathematical calculations. Such disorders include such conditions 
as perceptual handicaps, brain injury, minimal brain dysfunction, 
dyslexia, and developmental aphasia. Such a term does not include 
children who have learning problems which are primarily the result 
of visual hearing or motor handicaps, of mental retardation, of 
emotional disturbance, or of environmental, cultural, or economic 
disadvantage (Public Law 94-142, 1975, now revised as Public Law 
101-476, 1990). 
Statement of the Problem 
Certain conditions may render individuals particularly susceptible 
to constructing faulty attributions about their success and failure 
experiences. One such condition may be an individual's learning 
disability. There has been little research on the learning-disabled 
delinquent population with respect to attributions. However, research 
on the learning-disabled children in general shows that they do not 
recognize the strengths that they may have as learners or attribute 
their success to their cognitive abilities (Bryan and Bryan, 1986). 
The present experimenter reasoned that a lack of understanding of 
the nature and impact of learning disabilities on the experience of the 
learner may have led many adjudicated learning-disabled youth to 
misperceive and underestimate their average or above average cognitive 
ability. Misperceptions about how learning disabilities is manifested in 
performance contexts may have led learning-disabled delinquents to make 
assumptions about their intrinsic lack of ability to achieve. Belief in 
the intrinsic lack of ability to be successful in academic contexts may 
have led learning-disabled juvenile delinquents to, at best, pursue a 
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path of underachievement and, at worst, to cease participating in school 
(Wolman, Bruiniks and Thurlow, 1989). 
Learning-disabled individuals' cognitive strengths and academic 
effort tend not to be confirmed in the school setting (Wallace and 
Kauffman, 1986). Even with strong cognitive skills, it is not uncommon 
for learning-disabled children to become discouraged and develop a 
cognitive set that maintains their belief that they have little 
influence over the success and failure experiences in their lives 
(Ayres, Cooly and Dunn, 1990). For such individuals, achievement-focused 
behaviors are less likely to occur since students perceive little 
connection between the effort that is applied to learning and learning 
outcomes (Chapman and Boersma, 1979). 
This perceived lack of personal influence has been described 
within the theory of "learned helplessness." Learned helplessness 
refers to the development of a set of causal attributions based upon 
perceptions of the inability to achieve, rather than how capable a 
person may be in reality (Seligman, 1975). The nature of causal 
attributions held for achievement contexts influences the way that 
learning disabled individuals confront problems in their lives. Instead 
of striving for a solution to problems, learning-disabled children 
frequently give up, essentially convinced that nothing that they do will 
make any difference (Hallahan and Kauffman, 1991). The concept of 
"learned helplessness" is also recognized within cognitive behavior 
theory which asserts, that it is an individuals lack of success which 
causes him or her to have low expectations for success and act 
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accordingly, frequently giving up on pro social expectations (Freeman, 
Pretzer, Fleming and Simon, 1990). 
One of the major problems facing those involved with learning 
disabled individuals is how to structure educational experiences in 
which learning disabled students will wish to be involved, and in which 
they will become active participants in their own learning. The 
adolescent years present a particular challenge in this regard, since 
many-learning disabled students do not finish high school (Blackorby, 
Edgar and Korting, 1991). In a recent longitudinal study mandated by the 
US. Congress, more than one in three special education students chose to 
leave school before graduating. The drop-out rate for non-disabled 
students is 25% (Wagner, 1989). 
Learning disabilities have been recognized within the literature 
to have a significant impact upon many areas of the lives of individuals 
who are so affected, in terms of both the difficulties they experience 
when learning, and the emotional toll coping with such difficulties 
presents (Hallahan and Kauffman 1991; Kirk and Chalfant 1984; Mcmahon, 
1986; Pope 1982). 
The question arises as to how the impact of learning disabilities 
on the lives of individuals is explained to special needs students 
themselves. Little information exists within the educational literature 
regarding informing learning-disabled students about learning 
disabilities. Within the medical literature, evidence exists to support 
the need to reasonably inform the patient about an ongoing medical 
condition. When patients are instructed about their disability, they 
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become more accepting of its affects and more active in its management, 
and compliant with treatment requirements (Eisenberg, Stutkin and 
Jansen, 1984). It seems reasonable to propose that individuals affected 
by learning disabilities would also respond positively if a program of 
information and support for their disability were similarly available. 
To date, development of such programs and their effects on those 
with learning disabilities are beginning to become a focus for research. 
Studies seems to be most plentiful in the area of counseling techniques 
that address the self-concept, locus of control and attributions held by 
learning disabled individuals (Price, 1988; Lewis and Lawrence-Paterson, 
1989) . 
Some recognition of the importance of informing students of the 
nature of their handicapping condition and explaining the program in 
which they are to participate can be seen embodied within the federal 
regulations that direct the implementation of Public Law 94-142 (now 
revised as Public Law 101-476). Federal Regulation 34C F.R. section 
300.344 (4), states that, "the child, where appropriate", should be 
permitted to participate in "team" meetings that discuss the special 
needs of a student. 
It is left to individual states to specify the conditions that 
apply with regard to meeting the requirements of the federal 
regulations. In the state of Massachusetts, the Commonwealth of 
Massachusetts Regulations for the Implementation of Chapter 766 of the 
Acts of 1972, 1991, include no formal requirement that individual 
special needs students participate in receiving information about their 
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disability before the age of fourteen. From the age of fourteen, the 
student must be informed in writing and be invited to team meetings and 
annual reviews. Lack of implementation of this regulation is considered 
non compliance within the terms of the law and is a due process issue. 
The law is not specific about the nature of the information or the 
manner in which it should be delivered. 
Prior to age fourteen, the parents or surrogates of disabled 
individuals are the usual recipients of the details of assessment and 
individual education plans. A reasonable assumption would seem to be 
that students under the age of fourteen come to their own beliefs and 
conclusions, depending on teachers, parents and their own personal 
experiences for information. There is little research in the literature 
regarding how school districts have met this requirement. 
The concept of learning disabilities is a difficult one to 
comprehend. Unless careful attention is paid to providing an appropriate 
program of information, it is unlikely that those affected will 
understand the correct facts of their condition. Indeed, without such a 
program, it is reasonable to assume that learning-disabled individuals 
are in jeopardy of misunderstanding and possibly underestimating their 
ability to achieve. 
This investigation is directed towards a program of intervention 
that may help facilitate the students' knowledge of learning 
disabilities and how it may have impacted them as individuals. Such a 
program provides information to the student about his or her disability 
and accurately portray their academic potential. 
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Research has shown that some kinds of feedback have been effective 
in modifying the effect of achievement outcomes on attributions. In this 
regard, social feedback of a third party has been noted as significant 
(Nicholls, 1979). It is expected that a program of intervention which 
provides learning-disabled delinquents with knowledge about their 
dsability may also have a significant impact. 
Significance of the Study 
The attributions that learning-disabled individuals make are 
important to consider when one is assessing the educational needs of the 
juvenile delinquent. There is a high prevalence rate of learning- 
disabled individuals within the adjudicated delinquent population. In 
1986, the Office of Special Education, using counts of students 
receiving services, determined the percentage of learning-disabled in 
the general population to be 4.49%. Within incarcerated and adjudicated 
settings, prevalence studies have variously attributed the percentage of 
learning-disabled under the age of twenty-two to be between 9%--36.5%. 
The variability of prevalence figures is, in part, the result of the 
different criterion used by different studies to define their 
population. Most figures obtained by various studies in incarcerated 
settings show the incidence of learning disabilities to be more than 
double that in the general population. Many studies show prevalence 
figures that are considerably higher (Broder, Dunivant, Smith and 
Sutton, 1981; Kardash and Rutherford, 1983; Morgan, 1979; Pasternack and 
Lyon, 1982) . 
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The high prevalence obtained from adjudicated settings has 
provoked some delinquency theorists to assert a causal relationship 
between learning disabilities and juvenile delinquency (Lane, 1980). 
Learning handicaps can be a significant cause of low academic 
achievement and poor social adaptation among youthful offenders. 
Children and youth with disabilities frequently become alienated from 
school, hich causes them to reject social institutions and seek 
alternative and delinquent behavior (Darling and Paul, 1985; McKay and 
Brumback, 1980). Although the majority of the research is in agreement 
that no one causal theory provides a sufficient explanation for 
delinquency, there is a strong correlational relationship that would 
suggest that, at the very least, under certain conditions, learning 
disabilities puts an individual at greater risk for delinquency (Keilitz 
& Dunivant, 1986). In addition to those juvenile delinquents with 
identified learning disabilities, a significant number are and continue 
to be functionally illiterate. The majority are at least two or more 
years academically below their age peers in non-incarcerated settings 
(Cheek 1984; Klinger, Marshall, Price and Ward, 1984). It is likely, 
that some of the academically-deficient delinquents are unidentified as 
learning-disabled (Keilitz and Dunivant, 1986). While research has not 
been successful in proving evidence of a direct causal link with regard 
to learning disabilities and juvenile delinquency, it is widely accepted 
that lack of participation in school is one important predictor of 
delinquency. Statistics show that there is a high correlation between 
the lack of formal education and delinquency and crime (The Federal 
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Bureau of Justice Statistics, 1989; Massachusetts Department of Youth 
Services, 1988). School dropout has become an important predictor of an 
individual's future delinquency (Empey and Staffer, 1991). 
Currently, the evidence would suggest that learning-disabled and 
academically-deficient juvenile delinquents are not motivated to 
participate in academic education. Once adjudicated, it is unlikely that 
such a young person will return to the community school system, finish 
high school, or complete an equivalent program (Pink, 1984). In a study 
conducted in Washington State, only 20% of youth with an average age of 
sixteen who were released from juvenile corrections in 1981 were still 
in school six months later (Maddox, Webb, Allen, Faust, Abrams, & Lynch, 
1984). Crime is increasing, especially within the juvenile population 
and without an education it is difficult for youth to secure gainful 
employment (Coffey, 1989). 
Effective strategies for motivating learning-disabled students and 
creating opportunities for them to experience themselves as successful 
learners becomes an important need in the adjudicated setting. Unless a 
program of intervention is provided to support learning-disabled 
delinquents continued participation in formal schooling, it is likely 
that he or she will choose, or be forced to drop out. 
The causal attributions that individuals make about success, 
failure and school achievement are pivotal to their future actions (Ames 
& Felkner, 1979). The attributions that learning-disabled delinquents 
make about themselves may be a major contributing factor to their 
continued delinquency. If adjudicated delinquents can be persuaded to 
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continue and complete their formal education, then 
variable used as a predictor of delinquency may be 
a significant 
eliminated. 
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CHAPTER II 
REVIEW OF THE LITERATURE 
Causal Attributions of Learning Disabilities 
and Juvenile Delinquency 
Introduction 
This review is divided into two parts. The initial section 
documents literature on learning disabilities and delinquency. It 
contains information on prevalence research and causal theory and 
includes the problems associated with research in the area. The second 
section provides a review of the literature as it relates to learning 
and change in the areas of attributions, self-concept and achievement 
motivation, locus of control and cognition. 
There is little research on the experimental population of 
learning-disabled juvenile delinquents as defined in this study. 
Research on the topic of providing learning-disabled students 
information about their respective learning disabilities is also not 
abundant. 
Systems and Definitions Used With Incarcerated Populations 
Systems and Definitions Used With Incarcerated Populations 
There are two systems in the United States that operate to manage 
societies criminal populations. One is the individual state systems; the 
other is the federal system, which manages those who have committed 
federal offences. Both systems provide a variety of security settings 
from maximum to minimum to house corrections populations. The federal 
facilities range in size, from those institutions capable of handling 
11 
over a thousand inmates, to prison camps that handle a few hundred. 
Since the 1970s, the federal prison population has grown from an average 
daily population of 23,000 to current levels in excess of 45,000 Federal 
Bureau of Prisons, 1989). The major difference between the state and 
federal system is that the federal system is operated as a unified whole 
and the same polices and procedures are applied across all of the 
United States federal prisons. 
In 1989, there were 1,551,026 arrests of juveniles between the 
ages of thirteen and seventeen (U.S. Bureau of Justice Statistics, 
1990a). The U.S. Bureau of Justice Statistics, 1990b, recorded the 
population of juveniles between the ages of thirteen and seventeen to be 
16,753,000. The arrest rate calculated per 100,000 was 9,258.2. Not all 
arrests result in referral to court and the rate of referral changes 
with age. In 1989, the U.S. Department of Justice Bureau of Justice 
Statistics, recorded criminal offences: for seventeen-year-olds, forty- 
seven per 1,000; for fifteen-year-olds, thirty-two per thousand; 
forthirteen-year-olds, thirteen per thousand. In 1985, over 150,000 
children and youth under the age of twenty-two were confined to juvenile 
and adult correctional institutions in the US. Facilities for adults 
housed approximately 20% of the youthful offender population. Three 
hundred thousand youths were committed to pretrial detention centers and 
local jails (Murphy, 1986). 
Current and accurate counts are difficult because of the extremely 
transient nature of the population and because official sources such as 
the FBI, National Institute for Juvenile Justice and Delinquency 
Prevention, and the Office of Juvenile Justice and Delinquency 
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Prevention have not always drawn their data from the same sources or 
included all of the agencies serving juvenile delinquents. 
Definitions. The term "delinquency" has meaning as a legal and 
social category. It is not a diagnostic category acknowledged within 
psychiatry, psychology, or education. At present, the Diagnostic Manual 
of Mental Disorders Ill-Revised (DSM III-R) classifies antisocial 
behavior by children and youth which is not found to be secondary to 
such primary diagnosis as Attention Deficit Disorder or Hyperactivity as 
Conduct Disorder. 
The term "juvenile offender" refers to an individual who has 
committed a crime and is remanded to the custody of the court. In 
Massachusetts, the court may issue a commitment order declaring the 
individual in the custody of the Department of Youth Services or The 
Department of Corrections. The criterion for identifying the juvenile 
offender is not uniform across all states. Those individuals under the 
age of eighteen are usually referred to as juvenile offenders. Between 
the ages of eighteen and twenty two, the term youthful offender is 
frequently used. 
In the state of Massachusetts, an offender is tried as an adult 
from the age of seventeen onward. In rare cases, (usually if the crime 
has been particularly heinous) a youth or juvenile will be tried as an 
adult from the age of fourteen (Massachusetts General Laws Annotated 1. 
1991 P.P., 119 : 61). 
Profile of a Young Offender. Early in the history psychology, 
interest was expressed in the causes of criminal behavior, and there was 
much speculation that there was a biological and hereditary root to such 
deviance. In 1917, Goddard attributed most immorality undesirable 
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behavior to inherited mental deficiency. In 1876, Cesare Lombroso 
advanced the theory of "Criminal Man." This asserted that criminals are 
"evolutionary throw backs," and crime is hereditary. "Born criminals" 
bore anatomical signs of "apishness." Adding to theory of inherited 
deficiencies, Down (1866) suggested that the characteristics of lower 
races could appear in degenerate progeny of higher races and saw the 
condition known as "Down Syndrome" as evidence of this (Gould, 1981). 
Today, most criminologists would disavow the theory of hereditary 
criminal behavior. Delinquent and unlawful acts are committed by 
individuals of all ages and ethnic backgrounds; however, certain groups 
are over-represented in the corrections population. 
Coffey (1983; 1989), Conrad (1981), Hurst and Heintz (1979), 
Klinger, Marshall, Price, and Ward (1984), Morgan (1979) and Rutherford 
et al. (1985), seem to agree broadly on the characteristics of 
offenders. They are liable to have significant academic and social 
skills deficits and have experienced a high degree of school failure. 
Less than 20% of all incarcerated juveniles have completed their high 
school education or have received a graduation equivalency certificate 
establishing that high school graduation requirements have been met in 
an alternative school setting. A disproportionate number come from low 
socio-economic and single parent homes, many were victims of 
abuse and neglect as children. A significant number have disabling 
conditions. Many are black or other minorities (Harvey and Carr, 1982). 
In an attempt to establish an inmate profile, and identify and 
estimate the prevalence of those who may be in need of special 
education, Devlin, Klinger, Marshall, Price and Ward (1984) examined 
the various characteristics found in an adjudicated population, 
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including whether the subjects would meet the definition of disabled 
under PL 94-142 (now PL 101-476). Results showed the subjects' mean 
academic skill levels ranged from a grade equivalent of 2.7 to 4.7. 
Most of them qualified for special education services. This study 
generalized the typical profile of an inmate to prevalence figures, and 
estimated that from between 30%-50% of adults were educationally 
handicapped in adult prisons). 
Data collected at both the state and federal levels support these 
findings. The Federal Bureau of Justice Statistics, Characteristics of 
Youthful Offenders (1987) shows that at age eighteen and older, only 
9.6% were high school graduates. An Analysis of Commitment, completed by 
the Massachusetts Department of Youth Services (1988), shows that 70% of 
youth who were committed statewide had not completed a grade higher than 
eighth. It is likely that the educational needs of adjudicated 
individuals may be even more serious than official information seems to 
convey. All of the educational information collected by official state 
and federal sources, records data on the last grade completed. This 
information speaks only to the grade placement of an individual, and no 
conclusions about actual educational achievement can be safely drawn 
from this information. 
Although much of the research on the profile of offenders varies 
in terms of the degree of needs that are present in this population, 
there is general consensus with the conclusions that many inmates are 
suffering from a significant educational deficit and have not completed 
their basic high school education. Many of them would qualify as 
educationally-disabled under the law. 
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Definitional Problems. Some individuals have disabilities that 
are obvious to the observer, or disabilities that are easily diagnosable 
when appropriate diagnostics tests are given (Kirk, 1981; Kaufman, 
1990). Learning disabilities, are not always easy to discern or 
describe. They frequently manifest themselves overtly as some sort of 
behavior or reaction that seems inconsistent with a person's general 
ability. For example, a learning-disabled person may avoid reading or 
academic subjects that draw attention to his/her difficulties, while 
appearing to be quite academically capable. In fact, one clue to an 
individual's possible learning disability is a significant discrepancy 
between an established intelligence quotient of average or above-average 
ability and actual achievement in academic performance contexts 
(Anastasi 1968; Swanson and Watson 1982; Wallace and Larson 1978). 
Learning disabilities is recognized within the Public Law 101-476; 
however, research on the subject of learning disabilities becomes 
problematic since there is no finite and consistent criterion for 
identification established (Fritsch and Tynan, 1985). There exists much 
contradictory research on what constitutes a learning disability, as 
well as what causes it. Although test scores alone are not an adequate 
pool of information regarding whether an individual is learning- 
disabled, test profiles and the patterns of scores obtained on them are 
used as important evidence in the determination of whether a learning 
disability exists (Kauffman, 1979). 
The etiology and definition of learning disabilities is not a 
primary focus of this study; however, the lack of consensus on learning 
disabilities presents a significant challenge to research on the 
prevalence of learning disabilities and its relationship to delinquency. 
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These problems have also been identified in the literature by Murphy 
(1986). P.L. 101-476 does establish certain boundaries, but doesn't 
establish a precise criterion for diagnoses. Specifically, the law 
states that learning-disabled individuals should be identified on the 
basis of (1) average or above-average intelligence; (2) the discrepancy 
between intelligence and performance on standardized tests; (3) 
manifesting disorders in one or more of the basic psychological 
processes involved in understanding written or spoken language. To be 
diagnosed as a learning disability, the manifested problem may not be 
attributable to mental retardation, emotional disturbance or sensory 
impairments. The number of diagnoses that can be free from the impact of 
environmental depravation and emotional disturbances is extremely small. 
A skilled clinician must weight the various factors, and interpretation 
of the data can vary depending on the reviewer (Epps, 1984). 
Learning Disabilities and Juvenile Delinquency 
A number of delinquency theorists hold the belief that there is a 
causal relationship between learning disabilities and juvenile 
delinquency. In their research conducted in 1976 on the questions of the 
link between learning disabilities and juvenile delinquency, Keilitz and 
Dunivant (1986) presented the basis for the three causal theories most 
commonly drawn upon to support this position and, briefly, they are as 
follows. 
Susceptibility Theory. This theory suggests that youth with 
learning disabilities possess certain cognitive and personality 
characteristics that make them more susceptible to engaging in 
delinquent activities. Such characteristics include: lack of impulse 
control and a low tolerance for frustration; the inability to anticipate 
17 
the future consequences of ones' actions; poor perception of social 
cues; the inclination to act out in order to discharge frustration; and 
difficulties in perceiving and comprehending social cues (Murray, 1976; 
Post, 1981) . 
School Failure and Compensation Theory. Learning disabled youth 
find it difficult to achieve in school and turn to delinquency because 
of poor academic achievement,and a negative self-image (promoted by 
their being labeled "problem students"). They also tend to join with 
other delinquent peers. They are more liable to give up on school 
participation and become defensive and angry as a result of their lack 
of achievement, seeking prestige and success in antisocial ways. Such 
youth are more likely to develop coping strategies that attribute blame 
externally, thus making it more difficult to accept responsibility for 
their actions. The amalgam of all of these factors makes the choice of 
delinquency more likely for this group (Murray, 1976; Post, 1981). 
Differential Treatment Theory. Learning-disabled youth are more 
liable to be arrested are adjudicated at higher rates and more severely 
punished (resulting in some sort of confinement) than their non-learning 
disabilities peers (Piliavin & Briar, 1974). Two theories are cited by 
Keilitz and Dunivant (1986) as supporting a non-causal relationship 
between juvenile delinquency and learning disabilities. 
Sociodemographics Characteristics Theory. Those circumstances 
into which one is born and one's ethnicity, education and other acquired 
life experiences have more affect upon one's likelihood of committing 
crimes than do innate characteristics such as learning disabilities. 
Response Bias Theory. Learning-disabled youth do not cover up 
their delinquent acts with the same frequency as non-learning- 
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disabilities peers. They are not as able to concoct acceptable responses 
that may deflect, or affect, the amount of blame attributed to them when 
they are confronted (Dunivant, 1984). 
Larson (1985) offers an alternative hypothesis to explain the link 
between learning disabilities and delinquency, and suggests that 
ineffective social cognitive problem-solving skills result in an 
increased risk of delinquency for learning-disabled youth. 
Evidence for the Causal Hypothesis 
In 1975, the Office of Juvenile Justice and Delinquency Prevention 
(US. Dept, of Justice) funded a project to examine the research thus far 
regarding the link between juvenile delinquency and learning 
disabilities. Murray (1976), who directed the project, asserted that the 
current research was so inadequate that conclusions in the area could 
not be drawn. He listed three primary reasons. First, no longitudinal 
study had been conducted; second, no study had demonstrated that the 
average nondelinquent was less likely than the average delinquent to 
suffer from learning disabilities; third, existing studies could not be 
responsibly compared because of their definitional and methodological 
problems. 
Several other research projects were undertaken with the intent of 
describing the relationship between learning disabilities and juvenile 
delinquency. One such study was conducted by The Association for 
Children with Learning Disabilities (ACLD) and The National Center for 
State Courts (ACLD-R and D, 1978). An age cross- sectional study was 
undertaken containing a sample of 973 teenage boys with no delinquency 
history. This group was compared to 970 youth from juvenile courts and 
correctional facilities. The boys were further classified as learning- 
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disabled or non-learning-disabled. This study showed the relationship 
between learning disabilities and juvenile delinquency to be 
statistically significant. The learning-disabled group reported that 
they had committed an average of 266 delinquent acts during their lives, 
which was eighty-one more than the corresponding mean number of 
delinquent acts committed by the non-learning-disabled group. The study 
also found that learning disabilities was strongly related to what was 
termed "official delinquency," meaning those acts for which one was 
adjudicated by the courts rather than some other consequence. 
Testing Learning Disabilities and Juvenile Delinquency. Some 
researchers, in seeking further evidence of a causal relationship, have 
attempted to establish a unique test profile for learning-disabled 
individuals and generalize this profile to learning-disabled 
delinquents. In 1974, Bannatyne grouped the various subtests in the 
Wechsler Intelligence Test for Children-Revised (WISC-R) into four 
categories. These were Spacial, Sequential, Conceptual and Acquired 
Knowledge. Smith, Coleman, Dokeckie, and Davis (1977) applied these 
categories to a group of school-identified learning-disabled youth. By 
looking at various patterns of responses on subtests at different IQ 
levels, they concluded that learning-disabled children possess a unique 
pattern of WISC-R scores because, regardless of IQ score, learning- 
disabled students scored significantly higher on Spacial categories. 
The study suffered from several methodological flaws, one of which 
was the absence of control groups. To address this problem, Groff and 
Hubble (1981) used Bannatyne's classification scheme and applied it to a 
group of male juvenile offenders not previously identified as learning- 
disabled. The scores of the offenders were compared with those of Smith, 
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et al. (1977). The study subjects were 193 juvenile offenders between 
the ages of nine and sixteen. The procedures used in the Smith, et al. 
study were repeated; results between the two studies were compared. 
Interest focused on whether or not a unique pattern of scores would 
maintain for the learning-disabled group when compared to the control 
group. An analysis of variance was performed on the WISC-R category 
scores of each IQ group; a pairwise comparison of category scores was 
included. 
Groff and Hubble (1981) obtained the same patterns of scores in 
the control group of delinquents (who were learning- disabled subjects) 
as those identified by Smith, et al. (1977) . Since each group of 
subjects scored in the same way in terms of distributions of scores and 
patterns of scores, the authors concluded that the scoring profiles of 
subjects did not support the conclusions of the Smith, et al. (1977) 
study; that is, a unique pattern of scores is exhibited on the WISC-R by 
learning-disabled youth. An alternative hypothesis (i.e., that the 
sample of juvenile delinquents was also learning-disabled) was also 
rejected. The rejection is not explained, but alternative reasons, such 
as the two groups sharing other common characteristics (school failure 
experiences, distractibility and low frustration and tolerance,) are 
offered as possible explanations for the similar patterns of scores that 
were obtained by each group. 
The study offers little insight into the two groups, but does 
question the use of the Bannatyne system as a way of identifying 
learning-disabled students and illustrates the the difficulties of 
precisely identifying learning disabilities using a single reference. 
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Sobotowicz, Evans and Laughlin (1987) compared the scores on the 
Wechsler Intelligence Scales of twenty-five non-delinquent learning- 
disabled adolescents with twenty-five delinquent learning- disabled 
adolescents. When compared to a matched control group, all the learning- 
disabled subjects displayed a similar profile, in that they had higher 
performance than verbal scores. The control group scored lower on the 
performance portion of the test. The classification of delinquency did 
not affect the scoring patterns achieved by the learning- disabled 
group. The study showed that, whether or not they were delinquent, 
learning-disabled individuals did show a different pattern of scoring as 
compared to the control group. 
A difference in the patterns of scores (P > V) seems to have 
maintained itself through most of the studies conducted in incarcerated 
settings. Inmates have consistently achieved higher performance than 
verbal scores on the Wechsler Adult Intelligence Scales (WAIS) (Gold and 
Horn, 1982; Kender Greenwood and Conrad, 1985). The discrepancy between 
the two scores was greater if the pool of subjects was illiterate or 
disabled. The WISC-R and the WAIS-R continue to be frequently- used 
tools as part of an assessment, and the patterns of scores achieved on 
these test are considered to offer sound information about the 
likelihood of learning disabilities (Kauffman, 1980). 
Research by Meltzer, Roditi and Fenton (1983) further examined the 
relationship between juvenile delinquency and learning disabilities. 
Instead of using one evaluation instrument, this study used a 
process-oriented approach which employed the use of a survey of 
educational skills and a process oriented cognitive inventory. The 
subjects were males between the ages of thirteen to sixteen years and 
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included fifty-three delinquents, twenty-six learning-disabled 
adolescents referred to an outpatient school problems clinic at Boston 
Childrens' Hospital in Massachusetts, and fifty average achievers (who 
were the control group). They were compared on the basis of their 
learning styles and error patterns in eight skill areas. Problem-solving 
strategies and reasoning ability were evaluated in the cognitive domain. 
For the delinquent group, results of the study are suggestive of 
the existence of three subtypes of delinquency. One subgroup profile was 
unique to delinquency and is indicative of behavioral and social 
problems superimposed upon learning disabilities. A second subgroup 
evidenced cognitive and learning profiles that were identical to 
learning-disabled adolescents, and a third subgroup revealed learning 
and cognitive profiles similar to those of average achievers. This 
study confirmed the complexity of causal research and the need to 
consider a range of assessment findings rather than individual test 
scores. It suggests that exclusionary focus upon a global causal 
explanation for delinquency is not sophisticated enough to describe all 
delinquency, or the relationship between learning disabilities and 
juvenile delinquency. 
The multifactorial etiology of the problem of delinquency is 
reflected in current positivistic theory which asserts that delinquency 
is the result of a reciprocal relationship between many factors 
including weak attachment to parents; weak attachment to school; weak 
commitment to conventional means for success; poor academic achievement 
and identification with delinquent peers (Empey and Stafford, 1991; 
Rutter 1981). 
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There has been some litigation in which the courts have argued for 
a direct causal link between learning disabilities and juvenile 
delinquency. The School Board v. Malone (1985) was one such case. Two 
independent reviews of the case and the court hearing held that the 
delinquency engaged in by Jerrry Malone was systemically based as a 
result of his learning disability (School Board of Prince William 
County, Virginia, V. Malone No.82-862-A {E.D. Va. March 5, 1984}). 
The Prevalence of Learning Disabilities in Adjudicated 
Populations. It has been asserted that learning- disabled individuals 
exist in disproportionately high numbers in delinquent populations when 
compared to their non-delinquent peers. The prevalence of the problem 
becomes an important consideration for rehabilitation and educational 
planning, and also lends further credence to the argument that learning 
disabilities is causally related to delinquency. To what degree 
adjudicated populations are educationally-disabled has been difficult to 
determine. Comprehensive prevalence figures are extremely difficult to 
obtain. There are very few presenting studies, and it is unusual for 
departments of corrections to conduct their own incidence studies. 
Coffey (1989) continues to point out the problems of this lack of data, 
and described the same limitations in 1982. Those studies that are 
available have been conducted with questionable methodology (Sullivan 
1985) . Research on the problems of illiteracy in general does not help 
and cannot be generalized to learning disabilities, since there is no 
standard definition of illiteracy against which counts of subjects can 
be collected (Gold & Horn, 1983). 
Studies on the prevalence of learning disabilities have variously 
estimated the incidence to be from 9%--36.5% (Bullock and Rielly, 1979, 
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Broder, Dunivant, Kardash and Rutherford, 1983; Morgan, 1979; Pasternack 
and Lyon, 1982; Prout, 1981; Smith, and Sutton, 1981). It is, however, 
extremely difficult to conclude anything by comparing the data, because 
of the differences in sources of data, methodology, population and 
criterion used for identification. 
In an attempt to deal with some of the confusion around incidence 
data, The National Center for State Courts 1987, conducted a 
meta-analytic study, numerically combining the results of incidence 
studies. Included in this were twenty-two studies of the incidence of 
learning disabilities in juvenile offenders. Reported prevalence rates 
for these studies ranged from 1.7%--77% for learning disabilities. Based 
on the meta-analysis, the reported weighted prevalence for learning 
disabilities was 35.6%. 
Summary 
The choice of learning-disabled juvenile delinquents as a 
population from which to draw subjects for research is not incidental to 
this study. It is based upon the supposition that learning disabilities 
may strongly precondition the subjects choice towards delinquent 
behavior. A causal relationship has been exceedingly difficult to prove. 
Current research has focused upon unthreading the causal variables 
associated with such a population. The result has been much 
correlational research, which is inconclusive. 
Why some learning-disabled students are able to achieve despite 
their disabilities and other succumb to failure and lack of school 
participation and delinquency has been examined in the literature. Not 
all learning-disabled students exhibit the same learning 
characteristics. Learning disabled delinquents have disabilities that 
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are typically characterized by low scores on the verbal subtests of 
intelligence. Successful college bound students and successful college 
students with learning disabilities score higher on verbal tasks 
(Wilczenski and Silver, 1992). It serves little use to refute the 
juvenile delinquency--learning-disabled causal hypothesis by arguing 
that not all learning-disabled students turn to crime, since it appears 
that academically successful learning-disabled delinquents exhibit 
different learning characteristics from those of learning-disabled 
delinquents. 
It seems reasonable to conclude that all delinquency is not 
causally fueled by learning problems, but it appears that there is 
strong evidence of a subgroup of learning-disabled delinquents within 
the overall delinquent population. Prevalence studies support the 
contention that learning disabilities may be a significant causal factor 
in delinquency. When compared to the percentage of learning-disabled 
students identified in nonadjudicated settings, learning-disabled 
students have been identified in significantly higher numbers within the 
population of adjudicated youth under the age of twenty-two (4.41% in 
the general school age population versus 35% within adjudicated 
populations). Therefore, it seems reasonable to argue tha,t under 
certain circumstances, learning disabilities may be causally related to 
the choice of delinquency. 
Intervention Needs of Learning-Disabled Juvenile Delinquents 
Within non-adjudicated settings, the field of education has long 
recognized the needs of specific subgroups of disabled individuals and 
provisions are made for their needs in special education programs (Kirk, 
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1981; Cruickshank, 1985). Despite the evidence of distinctive subgroups 
within delinquent populations and the multifactorial etiology of 
delinquency, the focus of many rehabilitation programs seems not to 
address the differing needs of subpopulations. The most frequent 
treatment focus for delinquents is that of behavior control. It is 
unlikely that learning-disabled delinquents benefit from the same 
rehabilitative focus as those adjudicated delinquents who may be 
mentally retarded or emotionally disturbed; however as such, juvenile 
delinquents are often treated as a homogenous population. 
For both delinquents and learning-disabled individuals, the types 
of interventions that have been used as part of educational and 
rehabilitative programs range considerably and differences are 
reflective of various theoretical positions regarding causality (Kazdin, 
1985; Hallahan and Kauffman, 1991). A factor that has frequently driven 
the intervention focus of learning-disabled delinquents has been which 
component is seen as more important, the delinquent behavior, or the 
educational disability. This has largely depended upon the setting in 
which the youth is placed (Rutherford, Nelson and Wolford, 1985). 
Educational settings tend to focus more specifically upon the 
educational needs of the student and adjudicated settings upon 
delinquent behavior (Murphy, 1986; Gerlock and Koorland, 1988). Despite 
the current focus upon the multifactorial etiology of delinquency, few 
settings equally address both the educational impact of learning 
diabilities and the needs presented by delinquency (Coffee, 1983; 
McMahon, 1986; Price and Vitolo, 1985). 
Specific types of intervention tailored to the unique needs of 
learning-disabled juvenile delinquents seerasjustifiable (Pasternack, 
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Portillos and Hoff, 1988). A major hurdle to the success of such 
programs is the individual's willingness to participate. Such reluctance 
may in part be supported by the reasoning of learning- disabled 
delinquents that they have nothing to gain (Polsky, 1965). Their 
attributions have been affected by previous repeated academic failure 
experiences (Bryan and Bryan, 1986); evidence of educational deficits 
seems not to have motivated learning- disabled juvenile delinquents to 
participate in special education programs upon their return to non- 
adjudicated settings (Haberman and Quinn, 1986). 
Change for Learning-Disabled Juvenile Delinquents 
Much research in the fields of education and psychology is 
concerned with change, either as the result of the normal developmental 
progression of an individual, or in response to a societal need. Such a 
need may be in response to an assessment which deems change in specific 
areas of an individual's performance or behavior as beneficial and 
important to either the individual, society or both (Strumphauzer, 1979; 
Sulzer-Azaroff and Meyer 1991). The question arises as to what changes 
it would benefit learning disabled juvenile delinquents to make. One 
need frequently identified in the literature is the the completion of 
formal schooling (Erapey and Stafford, 1991). 
Successful motivation of learning-disabled delinquents to 
reconnect with academic learning would seem to be a difficult 
undertaking. As a group, delinquents present many challenges for 
rehabilitation programs, and one of the most difficult to address is 
their highly-resistant position with respect to intervention in whatever 
form it is delivered (Kestenbaum and Williams, 1988). Despite the 
variety of intervention programs that are presently available, 
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statistics on dropout rates suggest that few interventions have been 
successful at meeting this challenge (BlacKorby, Edgar and Kortering, 
1991). 
For some delinquents, there may be little hope of reconnecting 
them with school (Lewis and Balia, 1976). Learning-disabled 
delinquents, however, possess cognitive abilities that theoretically 
would allow them to achieve academically with the appropriate 
educational support. Since collegiate learning-disabled students do not 
fully understand their learning disabilities (Ostertag, 1986) it seems 
reasonable to assume that is likely that learning- disabled delinquents 
also do not understand their learning disabilities and cognitive 
potential. 
The lack of belief in academic ability on the part of learning 
disabled juvenile delinquents may, in part, have convinced them to 
abandon school-related endeavors. An intervention that may support a 
change of causal ascriptions of ability may also support motivation to 
academic achievement. This might be accomplished by assisting learning- 
disabled delinquents to learn accurate information about their learning 
disabilities and cognitive strengths (Palincsar, 1990). Such an 
intervention may be likely to succeed in supporting motivation towarcs 
academic achievement because it would be built upon new information 
detailing the premise of academic potential. Building upon one's 
potential to accomplish something has proved more successful in 
motivating achievement outcomes, than stressing the correction of 
deficits (Bryan, 1986). 
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Perceptions of Learning-Disabled Individuals 
Current literature provides few examples of either special 
education programs in regular school settings or special education 
programs in adjudicated settings that have undertaken, as a specific 
objective, providing students with an accurate understanding of their 
own cognitive strengths and weaknesses with respect to their learning 
disabilities. Such an objective is very different from the procedure of 
simply informing a student that he or she is "learning disabled," or 
conducting "disabilities awareness programs" which seek to inform people 
of the the existence of disabilities through the provision of general 
information. 
The literature on learning-disabled students in higher education 
details the need for counseling for such students (Brown, 1981; Swan, 
1983) . Some research has addressed counseling needs with more 
specificity (Fischer and Page, 1984). However, generally there is little 
information in the literature about the use of counseling procedures 
with respect to the students' understanding of their own learning 
disabilities. There continues to be evidence that even in higher 
education many students remain unclear about the real nature of their 
learning disability (Ostertag, 1986). 
The present study hypothesizes that, while it is important for 
learning-disabled delinquents to understand the educational 
ramifications of their disability, it is critical that they also 
understand the existence of their cognitive potential for it is 
axiomatic that the belief in the potential to accomplish something 
sustains effort in this regard (Buck, 1985). Evidence that accurate 
information about the ability and potential to succeed is lacking in 
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learning-disabled individuals and, thus, in all probability, for 
learning-disabled delinquents, is supported by research which shows that 
in general, such individuals have low academic self-concept, poor 
academic motivation, and poor expectations of academic success (Wallace 
and Kauffman, 1986; Bender, 1987). Such characteristics are not only 
seen as hindering academic achievement, they are also thought to 
condition the choices that individuals make in terms of future 
achievement-related experiences (Deci and Chandler, 1986). 
Current research in the field of attributions suggests that the 
characteristics cited above develop in response to an underlying set of 
causal attributions about the contributions of "ability" and "effort" in 
terms of an individuals experience of "success" and "failure" (Weiner, 
1979). In the case of learning-disabled juvenile delinquents, such 
attributions may be based on a supposition of lack of ability and 
potential to achieve academically, and the ineffectiveness of personal 
effort in academic endeavors. 
Causal Attributions of Learning-Disabled 
Juvenile Delinquents 
There is little research which directly addresses the causal 
attributions that learning-disabled delinquents make about their 
academic success and failure experiences (Peterson, 1989) . Research in 
the area has focused primarily upon the theoretical concept of "learned 
helplessness" (detailed below) as a possible causal variable in 
delinquency and studies which focus on the delinquent's personal causal 
explanations of delinquent behavior (Wells, 1980; Ruback and Jurkovio, 
1981). 
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Research on learning-disabled individuals in non-adjudicated 
settings is more plentiful. It is probable that the choice of 
delinquency further defines the characteristics of learning-disabled 
juvenile delinquents. Since there is a relative lack of research on 
learning-disabled delinquents per se, it seems justifiable to describe 
learning-disabled juvenile delinquents as likely to possess attributes 
characteristic of learning-disabled populations in general. 
The present experiment drew upon attributional theory and research 
to infer the attributional characteristics of learning-disabled juvenile 
delinquents. The following section examines attributional theory and 
research with respect to academic achievement; passivity in learning 
(learned helplessness); locus of control; motivation; self-concept and 
self efficacy. An attributional profile of learning-disabled delinquents 
is constructed by the experimenter. 
Definitions Within Attributional Research 
Causal Attributions: The reasons that individuals come to believe 
about why things happen to them in life. 
Locus of Control: Described as "internal" when one feels one's 
personal efforts are instrumental in affecting the consequences of life 
events; described as "external" when one believes life events to be 
mostly within the control of factors beyond (external to) the power of 
one's personal efforts to control. 
Learned Helplessness: A position of "learned helplessness results 
when one's personal achievement-motivated efforts are met with repeated 
failure experiences. 
Achievement Motivation: An internal drive towards action. 
"Intentional and striving aspects of conduct" (Coffer, 1972). 
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Self-Efficacy: The degree to which and individual believes him, or 
herself effective in accomplishing a task. 
Self-Concept: A psychological consequence of ones's experience of 
life such as, the way one perceives oneself as "good or "bad", 
"competent" or "incompetent," a "success" or a "failure". 
Knowledge: The act, fact or state of knowing; an acquaintance with 
and understanding of a range of information and facts. 
Cognition: The process of knowing or perceiving (thinking). 
Metacognition: Although it has not been possible to identify a 
specific metacognitive factor in individuals, the term is commonly used 
to refer to an individual's ability to think about the act and 
performance of thinking, and to reflect upon personal response style. 
Cognitive Behavior Theory: A therapeutic intervention stressing a 
change in causal assumptions and the way an individual interprets life 
events. 
Attributions and Learning 
Attributions are an important target of research interventions 
because they are thought to drive an individual's behavior. 
Attributional theory owes its inception to the work of Bernard Weiner 
(1972; 1979; 1986). His theory asserts that causal attributions are the 
reasons and explanations that individuals come to believe about why 
things happen to them in life. Weiner (1972; 1979; 1986) examined how 
causal attributions affected academic achievement related behaviors in 
classroom settings. He used the extent of the subjects' "task 
persistence" on academic tasks as a measure of motivation. He developed 
an attributional model that described persistence in academic tasks, 
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future expectancies for success and failure, and self-efficacy- 
perceptions . 
Although Weiner's (1972) early work did recognize a variety of 
attributions as possibly causal to behavior, he considered that in 
academic settings an individual's attributions most frequently reflected 
beliefs about the relative extent of the contribution of "effort" and 
"ability," "task difficulty" and "luck" to performance. He further 
explained these attributions as "stable" or "unstable". The concept of 
stability connoted the extent to which the causal attribution could be 
described as fixed as with "ability," or variable (within the power of 
an individual to manipulate) as with "effort". Thus, "task difficulty" 
and "ability" are defined as stable, and "effort" and "luck" are defined 
as unstable. In later research, Weiner (1972; 1974; 1986) incorporated 
the dimension of "controllability" to his model of causal ascriptions. 
Controllability refers to the perceived power of an individual to 
personally influence and control events. 
Recent research supports Weiner's early theory that it is how an 
individual perceives the stability of a cause that significantly impacts 
his, or her expectancy of success and failure (Graham and Brown, 
1988). After a certain point, people who see themselves as successful 
tend to experience all life events in terms of their ability to be 
successful. For such people, failures are seen as the result of external 
problems, which can be addressed by changing effort. Such a change in 
effort conditions the experience of task difficulty. Successful 
experiences are seem as confirming enduring innate ability. By 
contrast, those individuals who see themselves as failures evaluate 
their success experiences as the result of luck or dependent upon 
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variable external circumstances, and they rarely ascribe successful 
experience to competence. For such people, failure on tasks provides 
further evidence of lack of ability (Weiner, 1972; 1974; 1979). 
Individuals subscribe to causal attributions about many things. 
Attributional theory holds that some attributions are less liable to 
change after a certain point in an individual's life time than others. 
These are attributions that support self-concept and locus of control 
(Ames and Felkner, 1979) and the attributions that they make about the 
reasons for personal success and failure (Fyans and Maehr, 1979; 
Chambers and Abrami, 1991). The attributions that individuals make 
about themselves and their lives play a critical part in their 
subsequent choices and the way that they continue to interpret life 
events (Kukla, 1978). 
Attributions are tied to development. For example, in terms of 
causal attributions, young children are not readily able to conceive of 
the concept of chance and luck (Piaget, 1955) and do not frame their 
experience of success and failure using these concepts. Children do, 
however, internalize the reactions of others to their performance as 
either acceptable or not adequate; early school achievement experiences 
have been found to play a critical part in beliefs about success and 
failure, and significantly influence achievement-related behaviors 
(Weiner, 1972, 1974; Weiner, Frieze, Kukula, Reed, Rest and Rosenbaum, 
1971). The research of Harari and Covington (1981) shows a difference 
in the the way subjects perceive the relative importance of the 
contribution of "effort" to their academic success decreases as age 
increases. Thus, attributional beliefs change through time; partly due 
to the individual's changing abilities to evaluate events, and in part, 
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the result of life experiences which are confirming of previously-held 
attributions, or instigate changes in them (Weiner, 1979). Although an 
individual's performance experiences contribute to the formation of 
causal attributions, after a time, attributions are conditioned less by 
performance, and experience is less of a mediating factor. One's 
personal explanation of success and filure experiences relating to 
intrinsic ability are held as relatively stable causal assumptions from 
about twelve years of age (Nicholls, 1979). Causal attributions are 
also seen to vary depending upon the situation (Frieze and Snyder, 
1980). Current attribution theory suggests that it is the 
interactional relationship of many factors that establishes causal 
attributions for an individual. Factors that sustain causal ascription 
to ability may include the following: causal antecedents; third-party 
feedback (such as a teachers remarks in terms of praise or blame); 
environmental variables (such as whether the event requires the 
individual to be engaged in task-involving or ego-involving contexts) 
and personality styles which ascribe events in pessimistic or 
optimistic ways (Graham, 1991). 
Locus of Control 
The theoretical description of one's personal experiences of the 
power to control events embedded within attributional theory has also 
been described within the literature concerning "locus of control." 
People who see events as mostly controlled by others are said to have an 
"external locus of control." Those who see themselves as primarily 
responsible for the outcome of events are seen as having an "internal 
locus of control" (Rotter, 1966;). Using Weiner's four causal 
attributions detailed above, "ability" and "effort' are described as 
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internal because they are generated from within the individual, while 
"task difficulty" and "luck" are external to the individual and 
determined by the environment. Learning-disabled individuals are more 
likely to perceive academic outcomes as externally controlled by 
powerful others (see "learned helplessness" detailed below) (Grolnick 
and Ryan, 1990). Delinquent populations also exhibit a locus of 
control that is primarily external (Cole and Kumchy, 1981; Genstil, 
1981). As with self-concept, the literature on locus of control tends 
to support the premise that the locus of control is conditioned by 
academic attitudes (attributions) and not solely dependent upon 
performance results (Keller, Goldman and Stutterer, 1978). 
Summary 
Causal attributional development that defines achievement 
experiences is complex and dependent upon the integration of both 
environmental and dispositional factors (Atkinson, 1964; Weiner 1985, 
1986). After a certain point, individuals develop a personal view of the 
contribution of ability to their success and failure experiences that 
(after early adolescence) is relatively independent from the actual 
results of achievement endeavors. Attributional research has noted that 
explanations of frequent failure experiences are most often driven by a 
person's causal assumptions of "lack" of ability (Ames and Felker, 
1979) . Frequent failure experiences lead individuals to attribute 
success experiences to "luck". Students who attribute success most often 
to luck are likely to avoid tasks dependent upon ability (Fyans and 
Maehr, 1979). The causal attributions of an individual are also related 
to their locus of control. Those individuals who are externally located 
are heavily dependent on external factors as explanations for their 
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performance. The literature has identified an external locus of control 
to be more prevalent for learning disabled individuals and delinquents. 
Learned Helplessness 
Passivity in learning may be one of the consequences of faulty 
causal attributions regarding ability and potential to achieve. The 
difficulty of learning-disabled students to engage in interactive 
learning has been documented (Lerner, 1988). This position has been 
postulated within the theory known as "learned helplessness." The theory 
of learned helplessness originated in the work of Seligman (1975). He 
developed a model which holds that any organism that is exposed to 
repeated uncontrollable, unpredictable, aversive events will develop a 
negative cognitive set that inhibits new learning and at the same time 
produces depressed affect. 
In his later work on causal attributions, Seligman (1985) found 
that individuals who had been so affected by life deal with the whole 
issue of causality very differently from individuals whose experience 
had been more benign. Essentially, the negatively stimulated person is 
primed by that experience to interpret all life events as predetermined 
to fail. Failure is the perceived consequence of an internal and stable 
trait within the individual. 
Repeated uncontrollable failure experiences can increasingly lead 
to disinvestment in developing and using problem-solving strategies 
especially if individuals possess internal stable and global 
attributional sets (Stiensmeier-Pelster and Schurmann, 1990). Under such 
circumstances, hypothesis testing is not possible and cognitive 
exhaustion results. Such uncertainty also frequently leads to 
performance deterioration and avoidance of learning (Sedeck, Gregrz and 
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Kofta, 1990). It has also been suggested that fear of failure can 
outweigh the desire to succeed. Protecting what self-esteem exists 
becomes more important than risking reducing it further (Covington, 
1984). Fear of failure may be particularly applicable to learning- 
disabled delinquents who are likely to cease participating in school at 
a much higher rate than their normally-achieving peers, and who rarely 
return to school settings having once left (Haberman and Quinn, 1986). 
Hoy (1986) contends that learned helplessness can be prevented in 
learning-disabled individuals by teaching them about their own strengths 
and weaknesses and encouraging self-advocacy. Thus, it seems 
reasonable that providing accurate information about cognitive strengths 
and potential abilities to learning-disabled delinquents may impact 
their likely position of learned helplessness. 
Motivation and Learning 
Achievement motivation is central to attributional theory and is a 
major interest of the present experiment. Commonly, the term 
"motivation" refers to the concept that behavior is "determined." That 
is to say, behavior is directed or guided by an internal force within 
the individual. Motivation has been described from various theoretical 
perspectives, including pholosophy, biology, psychiatry and 
psychology (Lazarus, 1991). Aspects of motivational research have 
included instincts; drives; incentives and reinforcement; emotion and 
arousal (Sulzer-Azaroff and Meyer, 1991). For the purposes of the 
present study, achievement motivation is understood as "the 
intentional and stiving aspects of conduct," (Coffer, 1972) applied to 
academic-achievement-related behaviors (such as task persistence and 
subject productivity). 
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Attributions for success and failure have been highly correlated 
to effort and achievement motivation (Powers, Douglas, Cool and Gose, 
1985). Motivation is a drive towards action and is the antithesis of the 
position of learned helplessness. It is, therefore, a very desirable 
characteristic to possess in connection with learning (Coffer, 1972). An 
intervention that affects causal attributions may have important 
consequences for motivation to academic achievement. Factors that have 
been identified as playing a pivotal role within problems of motivation 
include maladaptive attributional style, low self-concept, lack of 
effort and lack of persistence (Derry, 1990). 
Motivational problems have been identified in delinquent 
populations. In a study examining the motivational difference between 
delinquents and non-delinquents using the Rao Achievement Motivation 
Test, a significant difference was noted in achievement motivation. A 
"weakened striving force" (reduced motivation) was exhibited by the 
delinquent subjects (Thilagaraj, 1984). Motivational deficits associated 
with learned helplessness are prevalent in individuals exhibiting low 
expectations of self-efficacy (Polaino and Villamisar, 1984). 
Students' views on studying and their motivations and intentions 
have been cited as important parts of the process of learning (Van 
Rossum and Schenk, 1985). Haynes, Comer, Hamilton-Lee and Boger (1988) 
examined differences among high, average, and low high school achievers 
on the Learning Study Strategies Inventory. They found that there was 
a significant difference in the performance of low-achieving students in 
the areas of cognitive skills, study habits and motivation. A stepwise 
discriminant analysis showed motivation to be the strongest 
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discriminating factor. Thus, lack of motivation is thought to play a 
significant part in in academic failure. 
Causal beliefs become more differentiated with age (Skinner, 
1990). By the time students reach adolescence, their attributions of 
effort and ability to a task become more stable. Most adolescents see 
ability as being more causally related to achievement than effort 
(Dweck, 1986). Causal assumptions about lack of ability have frequently 
contributed to motivational problems. Of significance to the present 
experiment is the contention that providing alternative causal 
explanations for failure may mediate a student's lack of 
motivation (Freeman, Pretzer, Fleming and Simon, 1990). 
Self-Efficacy and Learning 
Self-efficacy is a measure of the degree to which a person 
believes him or herself to be effective in accomplishing a task. It is a 
concept found within attribution theory, but notions of self-efficacy 
also support an independent theoretical position with respect to 
motivation and task persistence (Bandura, 1977, 1986). Theories of 
attribution stress that it is the individual's perception of the 
stability of causes about past events that form the antecedent structure 
for beliefs about future success and failure experiences. Although self- 
efficacy theorists such as Bandura (1986) and Schunk (1989) believe that 
causal attributions sustain beliefs about self-efficacy, they also 
include a broader set of causal antecedents such as modeling, the 
persuasion of others and emotional arousal, as among behaviors regarded 
as influential antecedents of efficacy expectancy. 
One consequence of lack of knowledge about the condition of 
learning disabilities may be that learning-disabled delinquents view 
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themselves as "incapable” with respect to academic learning. The beliefs 
about one's ability to be competent at a task have a significant effect 
upon performance. Multon, Brown and Lent (1990) conducted a 
meta-analytic study of the relationships of self-efficacy beliefs to 
academic performance and persistence. Results revealed a positive and 
statistically significant relationship between self-efficacy beliefs to 
academic performance and persistence outcomes. Low self-concept and low 
personal evaluations of self-efficacy are frequently exhibited in 
conjunction with a position of learned helplessness (Hallahan and 
Kauffman, 1990). 
Attributional Profile of Learning-Disabled Juvenile Delinquents 
The significance of attributional theory and research based upon 
Weiner's conceptualization of achievement motivation to the present 
experiment is that it provides a plausible model for achievement 
motivation and evidence for the power of an intervention based upon 
changing an individual's conception of ability. There is a dearth of 
research on learning-disabled delinquent populations. However, 
based upon the theory and evidence presented above, it may be reasonably 
inferred that learning-disabled delinquents' causal ascriptions for 
academic success and failure are heavily influenced by the following 
characteristics. They are likely to: 
--have experienced significant and repeated failure 
experiences on academic tasks because of their learning 
disability (causal antecedent); 
--have experienced the relative lack of effectiveness of personal 
effort in academic endeavors (efficacy ascriptions supporting "learned 
helplessness"); 
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--believe that ability conditions the experience of success and 
failure more than any other factor (such as task difficulty, luck, or 
effort (stability forability ascriptions); 
--believe that using their personal ability will not control the 
rate of future academic success (stability for low academic ability 
ascriptions); 
--believe that any success they have achieved is unrelated to 
their competence (self-efficacy ascriptions; attributions to luck in 
success situations); 
--believe that external events determine how they 
experience success and failure, (external locus of control); 
--believe that they lack the power to effect their academic 
failure experiences (controllability ascriptions and external locus of 
control). 
Self-Concept 
The consequences of the causal assumptions of learning-disabled 
delinquents (inferred above) have psychological consequences that 
significantly impact their self-esteem, thus, the self-concept of 
learning-disabled juvenile delinquents is of interest to this study. The 
self-concept of a given population is an important factor in determining 
effective programing and retraining strategies. Research in education 
and psychology considers changes in measures of self-concept as a 
consequence of intervention to provideimportant evidence about the power 
of the intervention (Ostrov, Offer, and Howard, 1986). Self-concept 
refers to the way that we perceive ourselves as good or bad, competent 
or incompetent, a success or failure, and is intrinsically bound up with 
the attribution process (Marsh, Cairns, Relich, Barnes and Debus, 
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1984). The factors that comprise self-concept have been defined, and 
current theory focuses upon the "multidimentionality" of self-concept 
and its possible variability across dimensions (Craven, Marsh, 
and Debus, 1991). Educational research is often focused specifically on 
academic self concept, global measures of self-concept as high or low 
have little meaning unless they are also analyzed for the particular 
component measures from which the global description was derived (Marsh, 
Richards and Barnes, 1986; Marsh and Shavelson, 1985). ] 
Both attributions and self-concept are influenced by our 
experience of the world as we have lived it and by the feedback that 
others give us about who we are and what we are personally capable of in 
terms of new events (Ames and Felkner, 1979). Wylie (1974) hypothesized 
that self-concept develops when an individual judges himself in 
comparison to the performance of peers; however, there continues to be 
some debate about how influential social feedback is in mediating 
self-concept (Calyn and Kenny, 1977). Research suggests that 
individuals construct self-worth differently (Craske, 1988). As with 
attributions for success and failure experiences, self-concept is 
dependent upon a personal evaluation of oneself. As individuals grow 
into adulthood, self-concept becomes more stable and is less susceptible 
to change (Scheirer, 1979). 
There is a relationship between self concept and academic 
performance. High self-concept individuals have been found to persist 
more when a task is difficult, in contrast to low self-concept 
individuals, who are more prone to give up (Arden and Klein, 1989). 
Research suggests that students who are negatively self-labeling 
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experience significant anxiety and emotional dysfunction in achievement 
contexts (Bryan, 1986; Lens and Decruyenaere, 1991). 
Self-Concept and Causality 
Although early research concentrated upon attempting to influence 
self-concept directly (Bereiter and Engleman, 1966) changes in 
self-concept as a prerequisite to successful to successful learning have 
not been supported by the some later research (Marsh, 1990; Scheirer and 
Kraut, 1979). Craven, Marsh, and Debus (1991) agree that self-concept 
studies seeking to affect self-concept either directly or indirectly 
have been generally unsuccessful at significantly enhancing 
self-concept, but suggest that this may be due in part to the inadequacy 
of measures of self-concept. 
Within Self Worth Theory, Covington (1984), asserts that self¬ 
esteem is not causal to achievement, but that achievement is a vehicle 
for the increase of self-esteem or the protection of it. Lack of effort 
is seen as an attempt to protect self-esteem. Thus, causal attributions 
support an ego-defensive and self-serving bias for individuals who 
typically attribute success to their own abilities, and failure to 
outside influences (Arkin and Maruyama, 1979). 
From the perspective of attribution theory,individuals are 
motivated by a drive towards self- knowledge and self-evaluation despite 
the consequences of such information for self esteem. Locus of control 
is seen within attributional theory as causal to self-esteem. Thus, both 
ability and effort are seen as antecedents to development and changes in 
self-esteem. 
An alternative theoretical proposal for changing both self-concept 
and attribution and one that is more consistent with the target of 
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intervention in the present experiment is based upon the skill 
development model (Calsyn and Kenny, 1977). This paradigm (noted 
above) holds that self concept changes occur as a consequence of 
achievement (in education, this would be academic achievement) and are 
not a precursor to it. Such causal attributions are tied to the direct 
experience of an individual and self-concept derives 
from them. 
Interventions that impact self-concept may be particularly 
important for learning-disabled delinquents. Poor academic self-concept 
has been found to be significantly related to the frequency of 
delinquent behavior (Leung and Drasgow, 1986). In a study using the 
Perceived Competence Scale for Children and comparing juvenile 
delinquents, high achievers, low achievers and students with behavior 
problems, the juvenile delinquents attained significantly lower 
scores than all groups on the cognitive social and general self-worth 
subscales (Lorna, and Lytton, 1989). In a sample of seventy-four 
delinquent males within a detention center, improvements in academic 
work and behavior were found to be highly correlated (P.001) with 
improvements in self-concept levels (Frye, 1978). With respect to 
delinquency, the research of Ayres, Coolie and Dunn (1990) on the self- 
concept, attribution and persistence in learning-disabled students 
showed that subjects with learning disabilities reported lower self- 
concepts in the areas of academic achievement, more stable attributions 
for failure situations and were seen as less persistent than their non¬ 
disabled peers. 
Thomas and Pashy (1989) argue that, in terms of children's review 
and thoughts about their own ability and achievement goals, and in 
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relationship to changing children's attributions and position of 
"learned helplessness", reattribution training (detailed below) may well 
be more appropriate than perception-enhancing activities such as those 
that focus directly upon self-concept. 
Summary 
Research has identified an individual's beliefs about the relative 
contribution of personal effort, ability and luck to be critical in the 
formation of causal attributions about personal success and failure. 
The theory of Learned Helplessness postulates that causal ascriptions 
which perpetuate notions of lack of ability frequently result in the 
individual giving up attempts to achieve, avoiding tasks which replicate 
failure experiences if possible. If avoidance is not possible, the 
individual is present but does not actively participate. Instead they 
respond passively or are dependent on direct instruction. Such 
individuals do not initiate participation, since they believe themselves 
to be "helpless" to influence learning outcomes. 
A position of learned helplessness has been frequently used in the 
literature to characterize many learning-disabled individuals. Such 
individuals exhibit motivational problems and, as they become 
adolescents, their belief that performance is the result of ability 
becomes firmer, as does their lack of belief about the contribution of 
personal effort in achievement experiences. Attributional assumptions 
about lack of ability support the development of a poor academic self 
concept for learning disabled delinquents, as well as negative beliefs 
about self-efficacy. Attempts have been made to influence self concept 
directly by using self-enhancement techniques, such as praise. Other 
theories suggest that self-concept changes in response to evidence of 
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personal achievement experiences and, alternatively, that individuals 
are motivate to achieve in order to protect self-concept. 
Attributional Change 
Even with theoretical support for the power of an 
intervention directed at ability perceptions, experimental 
difficulties present themselves for research focused on influencing 
causal attributions. If causal attributions for success and failure are 
thought to stabilize for individuals, an intervention attempting to 
affect such attributions confronts the problem of how possible it is to 
change causal attributions. 
Attributional Retraining 
Research methods within attributional theory have predominantly 
focused on the provision of social feedback to modify the impact of 
achievement outcomes on attributions (Miller, Brickman and Bowlan, 
1975). Frequently, attributional feedback reflects statements about 
ability and or, effort in terms of success and failure experiences. An 
intervention of such a type is known as "attributional retraining" 
(Peterson, 1989; Schunk, 1982; 1983). 
An example typical of attributional retraining methodology can be 
found in the work of Schunk (1983).He was interested in determining the 
effects of different kinds of attributional feedback on the self- 
efficacy perceptions and academic achievement of grade-school children 
between the ages of 8.4 and 10.2 years of age. Four variations of 
attributional feedback were given to four different treatment groups. 
During a mathematics activity the subjects were one of the following. 
(1) "you're good at this" (ability feedback); 
(2) "you've been working hard" (effort feedback); 
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(3) both forms of the above feedback were alternatively provided to the 
subjects (effort and ability feedback); 
(4) "OK" (considered as no attributional feedback). 
Results showed ability feedback to be the most powerful form of 
attributional feedback as measured on post-treatment arithmetic skills 
tests and measures of self-efficacy perception. 
In a similar study, Peterson (1988) sought to extend Schunk's 
(1982; 1983) work by examining the effects of attributional feedback on 
achievement-related persistence behaviors as measured by the number of 
mathematics problems attempted (rather than the number of math problems 
correctly solved on post-treatment arithmetic skills tests used in 
Schunk's studies). This is a rare study because it uses adolescent 
delinquents as subjects. An arithmetic persistence pretest which 
assessed the subjects' persistence in solving arithmetic problems was 
administered to the subjects. A pre/post administration of an 
attribution scale was used to determine the subject's perceived causal 
attributions for arithmetic, and the same pre/post procedure was used 
for an assessment scale of self-efficacy. Using sixty subjects, fifteen 
subjects were randomly assigned to one of the following four treatment 
groups: effort, ability, persuasion, training-control. 
The treatment conditions involved the experimenter providing 
written feedback to the subjects after they had completed mathematical 
problems. At the end of eight minutes the experimenter randomly selected 
a feedback statement appropriate to the subject's treatment group. The 
choices of statements were as follows. 
1. Ability Attribution Feedback 
You're really good at this. 
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You really know your stuff. 
You really know your numbers. 
You really aced this section. 
You really got the hang of it. 
2. Effort Attributional Feedback 
You've really been working hard. 
You really have been working hard. 
You're really giving it your best shot. 
You really are tackling these problems. 
You are really putting yourself into it. 
3. Persuasion (Effort) Attributional Feedback 
You should be working harder. 
You really ought to be working harder. 
You need to give it your best shot. 
You really had better tackle these problems. 
You really must put yourself into it. 
4. Training Control (No attribution Feedback) 
At the end of the time limit the experimenter wrote "OK.” 
Results failed to show any significance of treatment on measures 
of causal attributions, or percepts of self-efficacy between treatment 
groups. Statistically significant (p>.03) results were found 
when comparing intra-subject changes on the pre-to-post-test measures of 
arithmetic persistence in the treatment group that received ability 
feedback. 
Attributional Retraining and Learning-Disabled Delinquents 
The significance of Perterson's (1989) study to the present 
experiment is that, for adolescent delinquent populations, results seem 
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to argue for the relative futility of attributional change using 
attributional retraining methodology reviewed above. 
Although persistence behaviors did change for the group 
receiving ability feedback, the increased persistence was not reflected 
in measures of attributional change. Many of the attributional 
retraining studies rely on a relatively brief training period (depending 
on the study, from 1-3 days). The feedback, (either written or verbal to 
the subjects) could be viewed as somewhat unsophisticated, since it is 
dependent upon third-party evaluation and comprises brief statements 
which are not explained by the researcher. It seems justifiable to 
question the applicability of such methodology for older, more 
sophisticated subjects such as learning-disabled delinquents. Some 
research has shown rates of attributional retraining success to be 
conditional upon the locus of control an individual posses. In a study 
directed at improving students achievement in higher education, students 
whose locus of control was externally located improved performance, 
where as those students whose locus was internal did not improve 
following retraining procedures (Perry and Penner, 1990). 
The success of attributional retraining may be additionally 
confounded because of the retraining methodology itself, which may not 
be compatible with the needs of academically-failing adolescents. 
Individuals especially in adolescence are seeking autonomy, self- 
determination and control (Rotter 1966; Mitchell, 1975). The cognitive 
capacity of older subjects is also very different from those of grade- 
school children (Bjork and Green, 1992). Given the developmental 
striving of adolescents for autonomy and self-determination, the 
effectiveness of third-party persuasion stressing a particular 
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interpretation of performance contexts may be limited. The limitations 
of third-party feedback may be especially significant for subjects such 
as adolescent delinquents who have an inherent distrust of authority 
figures (Kazdin, 1985). Although older less successful subjects may not 
be as receptive to attributional retraining methods, research continues 
to show that grade-school children may be highly influenced by the brief 
intervention of a third party. Attributional retraining has been proven 
beneficial in increasing academic performance and task persistence of 
younger children who have learning problems (Cecil and Medway, 1986). 
For such children, attributional change is frequently focused upon 
changing the assumption that their attributional patterns reflect the 
belief that "failure equals lack of ability." Treatment involves 
attempts to change attributions to reflect "failure equals lack of 
effort" (Fowler and Peterson, 1981; Medway and Veino, 1982; Thomas and 
Pashey, 1987). The justification for such treatment is that assumptions 
about effort are less stable, and therefore, potentially more adaptive. 
The Usefulness of Causal Ascription to Effort. Since research has 
determined that causal ascriptions to effort are frequently present for 
high-achieving students (Haynes, Comer, Hamilton-Lee and Boger, 1988), 
explanations that reflect "effort" as a causal explanation have 
frequently been offered in attributional retraining programs. Effort 
attributions have even been strongly recommended for those students 
regarded as expressing a position of learned helplessness (Cecil, Marc 
and Medway, 1986). Bryan (1986) asserts that, for some students, 
ascriptions to effort are less useful. With respect to motivational 
strategy, causal ascriptions to effort may not be successful alternative 
explanations of failure for learning-disabled delinquent populations 
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whose effort in academic tasks may also have been a target of frequent 
criticism (Covington, 1985). Such an argument may be used, in part, to 
explain the lack of significance of effort feedback in the Peterson 
(1989) study using adolescent delinquent subjects. 
Focus upon changing ascriptions to "effort" may in part be 
sustained by continuing research which supports beliefs about effort and 
ability in the formation of attributions. In their study which examined 
the motivational components of underachievement, Carr, Borkowski and 
Maxwell (1991) found that, among their subjects, those individuals who 
were achievers had positive attributional beliefs about the importance 
of effort in determining performance, whereas the underachieving group 
held negative beliefs in this regard. 
Effort may be an important causal attribute for achieving students 
because of the relative success of effort application in achievement 
contexts. Its relative lack of importance for underachieving students is 
consistent with their experience of the futility of the application of 
personal effort (Grolnick and Ryan, 1990) and lends further support to 
the notion that attempts to change attributions by switching to effort 
scriptions may not be useful for such a population as learning-disabled 
juvenile delinquents (Hoy, 1986). 
Changes to effort ascriptions may be more effectively achieved 
indirectly through ability feedback. Some interventions involving 
internally focused (ability) performance feedback and attributional 
feedback have had success in changing aspects of childrens' 
self-concept, and increased the subjects' attributions to "effort in 
success situations (Craven, Marsh and Debus, 1991). 
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Stability of Attributional Change 
Performance feedback must be internalized if it is to affect a 
person's causal attributional system (Nicholls, 1984). Research and 
theory assert that self-concept and attributions stabilize for 
individuals in early adolescence (Nicholls, 1979). There is a high 
correlation between attributions recorded for individuals in 
adolescence, and those recorded fifty years later (Burns and Seligman, 
1989). Therefore, the question arises as to how stable changes in 
attributions remain through time. Research has yet to address the long¬ 
term effects of attributional retraining procedures. 
There are few longitudinal studies, and Graham (1991) comments 
that, to date, research has underutilized the conceptual framework of 
attributional theory. Craven, March, and Debus (1991) recommend training 
low self-concept children to use systems of self-reinforcement to 
generate desirable internal mediating processes, which they suggest may 
ensure that performance feedback is internalized. Ames and Archer 
(1988) argue that the success of attributional retraining procedures is 
dependent upon the procedures being reinforced in subsequent achievement 
contexts. Reinforcement of training procedures may be difficult in 
adjudicated settings. Secure facilities in which many delinquents are 
placed are frequently structured by the security needs of the facility 
(Wolford, 1986). Consistency of educational programming and 
rehabilitation goals may be a secondary consideration (Hooloway, 1984). 
In summary, research on attributional change is in its infancy. 
Research methodology for attributional change has primarily focused upon 
attributional retraining procedures using either verbal or written 
feedback provided in achievement contexts. Interest has focused upon how 
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potent causal ascriptions for either ability and or effort are for 
subjects during performance activities. Results show that age is a 
factor in the relative importance of effort and ability prescriptions. 
Retraining causal ascriptions to effort may be appropriate in mediating 
some maladaptive failure ascriptions. It has been argued that effort 
ascriptions may not be appropriate for individuals such as learning- 
disabled delinquents because of their learning disability. In general, 
the research on attribution retraining supports the power of "ability" 
and "effort" feedback in affecting percepts of self-efficacy and 
persistence behaviors for grade-school children under twelve, but 
suggests that currently-used attributional retraining strategies are not 
appropriate across populations. 
Effects of Knowledge for Attributional Change 
Much research about the provision of new knowledge has focused on 
methods of acquisition and retention (Wilkinson, 1989). There is little 
information in the literature regarding how the learning of new 
information in the form of specific declarative knowledge may mediate an 
individual's causal attributions. A reasonable assumption may be that 
the effects of knowledge on an individual depend upon the type of 
knowledge being offered. 
Lazarus (1991) offers some insight regarding the influence of 
knowledge on an individual in the development of what he describes as a 
cognitive-motivational-relational theory of emotion." For Lazarus 
(1991) "cognitive" refers to both knowledge and the simultaneous 
"appraisal" of knowledge. Lazarus argues that there is a reciprocal 
connection between knowledge and emotion and sees emotion as a response 
to meaning that can also influence subsequent thoughts and emotions. 
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While knowledge can powerfully influence the emotional response of an 
individuals, such power is dependent upon the degree to which the 
knowledge evokes an appraisal of knowledge. The appraisal establishes 
the personal relevance of the knowledge to the receiving individual, its 
appraised relative harm or benefit, and its content. "Content" is also 
described as the type of ego involvement suggested by the application of 
knowledge to a goal. Knowledge may be appraised and received as 
impersonal thereby limiting the response of the individual. Such a 
theoretical perspective supports the notion that certain types of 
knowledge may have the power to strongly affect individuals' emotional 
reactions, and it seems not unreasonable to conclude that causal 
attributions may also be impacted. How knowledge about learning 
disabilities may affect the future behavior and self-concept of 
learning-disabled students is also not widely documented. Evidence from 
the medical literature suggests that there may be a direct effect. 
Knowledge about Acquired Immune Deficiency Syndrome (AIDS) was found to 
be directly related to the at-risk behavior of college students (Thomas, 
Gilliam, Iwery, 1989). Subjects who participated in at-risk behaviors 
knew significantly less about AIDS. Rubin, Bauman, Laura and Libya 
(1989) examined the relationship of knowledge and reported behavior in 
childhood asthma. They found that accurate knowledge was related to the 
subjects engaging in more of the behaviors recommended to manage asthma. 
Intervention Methodology 
The degree to which the receipt of new information influences a 
person's causal attributions and opinions may not be easy to determine. 
It may be argued that successful mastery of a content area or skill does 
not necessarily mean that it will be integrated by an individual and 
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form part of the structure of their future thinking, or that information 
learned in one setting will be generalized and used in others. As well 
as being dependent upon the significance of the content, it is reasoned 
that the success of such an intervention is also dependent upon the 
method selected to deliver it. Methodology based upon cognitive and 
learning theory has had more success with resistant populations such as 
those who have a history of school-resistant behavior and delinquency 
(Kennedy, 1984). Insight-oriented therapies and psychoanalytic 
therapies have been greatly challenged as inappropriate to this 
population (Shaffer, 1984). Some research has demonstrated that it may 
be as effective as no treatment at all (Kaplan, 1988). 
Beck (1971; 1976) developed a model for cognitive behavior theory. 
His theory holds that it is the cognitive distortions of an individual 
that are in large part responsible for their erroneous conclusions and 
misperceptions. These errors in logic become problematic for the 
individuals because they become the framework for interpreting life 
events. One of the principles of cognitive theory suggests that what is 
needed to effect change in individuals is an approach which supports a 
change in the individual's causal attributions. Cognitive behavior 
theory holds that what works is intervention which teaches a different 
way of interpreting life events (Beck, 1976; Freeman, 
Pretzer, Fleming and Simon, 1990). 
Since Beck's theory stresses that the problems experienced by such 
people are the consequences of faulty thinking, his remediation for such 
a population involves correcting such thinking by reframing, among 
other things, over generalizations, inaccuracies and errors in logic. 
Concerning resistant subjects such as learning-disabled delinquent 
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populations, Meichenbaum (1980) (also a cognitive behaviorist) 
recommends that the most powerful thing you can do for such a person is 
to teach them the consequences of skills and abilities, rather than 
enduring personality traits. Such a cognitive approach has formed the 
basis of treatment recommendations directed at juvenile offenders 
(Finckenauer and Kochis, 1984; Hains and Hains, 1987; Ross and Ross, 
1989). 
Intervention methodology using social learning theory is also 
focused upon eliciting the subject's reevaluation of causal ascriptions 
and value judgements but adds the self examination of one's own thinking 
(cognitive style) and attempts to evaluate the limitations and benefits 
of individual cognitive styles and their influence on the experience of 
events, such as problem-solving (See "Metacognition" below). Such a 
theoretical approach has been noted as appropriate for learning-disabled 
students, because it is seen as supporting "interactive learning" 
(Gallego, Duran and Scanlon, 1990; Glaser, 1989). Thus, both 
behavioraltheory and social learning theory argue for the power of an 
intervention which incorporates methodology focused upon changing an 
individual's causal assumptions. 
Metacognition and Learning 
A partial explanation for the lack of research regarding the 
effects of providing information about learning disabilities to 
learning-disabled individuals may be the complexity of the subject 
matter. The question arises as to whether learning-disabled students 
are able to benefit from interventions that require the use of 
metacognitive skills needed to understand, internalize and apply such 
information. 
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Metacognition is one component of effective knowledge acquisition 
that is commonly mentioned in the literature. It has been difficult to 
provide evidence for the existence of this construct by determining a 
common metacognitive factor in individuals (Thorp and Satterly, 
1990); however, the term "metacognition" usually refers to an 
individual's ability to think about the act and performance of thinking 
while not being immersed in the act itself. It requires the ability of 
introspection, and the facility of distance from one's thinking in order 
to think about the act of one's thinking processes (Garner and 
Alexander, 1989). Metacognition is heavily dependent upon accurate 
self-evaluation (Kennedy, 1984) which, it has been argued, is lacking in 
learning-disabled juvenile delinquents (Derry, 1990). Metacognitive 
abilities have been found to be particularly important for awareness of 
the self as the potential user of a variety of cognitive strategies, and 
highly related to effective self-monitoring strategies (Garner, 1980). 
Learning has been difficult for learning-disabled students. Any 
intervention employing metacognitve skills must address the impact of 
learning disabilities as they relate to the use of metacognition. A 
necessary diagnostic characteristic of all learning-disabled 
individuals including those who are also delinquent, is that they 
exhibit cognitive abilities in the average or above-average range 
(Kaufman, 1990). Although learning-disabled students have problems 
learning certain things, the possession of average intelligence would 
suggest the potential to use metacognitive abilities. Typically, 
however, the literature has detailed the difficulty that learning- 
disabled individuals seem to possess with regard to the facility of 
metacognition. Many learning-disabled students either lack, or or do 
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not use effective metacognitive strategies (Ellis, 1989). This is 
particularly noted in the problems that learning-disabled students 
frequently have with skill generalization and problem-solving 
(Billingsley and Wildman, 1990). Recognition of the potential of 
learning-disabled students to be able to use metacognitive abilities is 
beginning to be identified in the literature. Metacognition and 
motivation have been considered as importantly intertwined, and 
consideration of this factor is thought to be critical when developing 
effective instructional strategies for learning-disabled children 
(Paris, Scott and Winograd, 1990). Research focused on cognitive 
strategy training and metacognitive instruction has been successful with 
learning-disabled children and delinquents (Rothaizer, 1980) 
Support for the ability of learning-disabled individuals to use 
metacognitive abilities is provided by current research that asserts 
that, although some level of cognitive ability must be present in order 
to employ metacognition, it appears not to be directly correlated to 
ability. Regardless of aptitude, higher-metacognitive children performed 
better than lower-metatacognitive children on hypothetic©-deductive (if- 
then propositions) tasks using evaluation strategies which involved 
checking the adequacy of hypothesis (Swanson, 1990). The fact that 
metacognitive skills seem to be somewhat independent of high general 
ability would imply that it is a technique of appraisal that can be 
taught. Indeed, it has been recommended that learning-disabled students 
would benefit from programs that focus upon executive processes and 
changes in attributional beliefs (Borkowski, Weying and Carr, 1988; 
Milstead, Matthew and Hale, 1989). 
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A possible explanation of the low facility for metacognition 
exhibited by learning-disabled students may not be their inability to 
use metacognition. Such students are frequently redirected to remedial 
programs that focus upon increasing performance in deficit areas, and 
focus upon specific skills development (Lerner, 1988). Thus, they may 
miss opportunities to learn and develop metacognitive skills and might 
respond positively to a program of intervention that would facilitate 
the use of such skills (Mastropieri and Bakken, 1990). Current focus on 
the importance of metacognitive abilities is beginning to generate 
methods of education which incorporate this skill (Reid and Stone, 
1991). 
Metacognitive Strategies and Resistant Students 
Use of cognitive strategy training has proved effective for 
delinquent populations (Hains and Higgins-Hains, 1987). Nicholls (1984) 
argues how effectively students learn and how engaged they are in the 
learning process may be factors of the degree to which individuals can 
separate themselves from regarding performance outcomes as confirming or 
rejecting of self. Metacognitive approaches that stress knowledge about 
cognition and effective learning strategies support an alternative to an 
ego-based performance context which confirms from an external source 
"you can do it." Instead, individuals are recruited to a task-based 
focus (Jayacinski and Nicholls, 1984) and motivation is supported by 
curiosity (Dweck, 1986). 
Additional Factors 
Ensuring the effective acquisition of new knowledge is is a 
difficult task. Particular attention must be accorded to factors such 
as the expected learning that will be accomplished, the appropriate 
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level of instruction, the previous knowledge base of the subjects and 
the special needs of the subject. In addition, accommodations to 
constraints such as physical facilities and existing structure and 
routines must be made (Weston and Cranton, 1986). 
Summary 
Learning disabilities is a general term of identification which 
indicates that an individual's educational difficulties are 
significantly impacted by central processing problems, but that they 
possess average or above-average cognitive ability (Kaufman, 
1990). 
Current delinquency theory asserts the multifactorial causes 
involved in the choice to delinquency (Empey and Stafford, 1991; 
Reuterman and Cartwright, 1976). Recent research supports the likely 
existence of subgroups within delinquent populations (Meltzer, Roditi, 
and Fenton, 1983) . 
Current research suggests a disproportionately high number of 
learning-disabled students are present in delinquent populations, when 
compared to the ncidence of learning disabilities in non-adjudicated 
settings (Kardash and Rutherford, 1983). Juvenile delinquents 
frequently have a history of academic failure and academic 
underachievement (Polk, 1984; Reiter, 1982). Some research suggests that 
many more juvenile delinquents are, as yet, to be identified as 
learning-disabled (Keilitz and Dunivant, 1986). 
The fact of an individual's learning disability disposes them to 
academic failure at a greater rate than non-disabled students (Bryan, 
1986). Academic failure and unsuccessful school experiences are 
considered a major predictor of delinquency (Empey and Stafford, 1991). 
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Children who score high on prediction delinquency prediction scales, 
also show low achievement motivation (Purohit and Dash, 1983). 
Learning-disabled juvenile delinquents' choice to delinquency may 
be causally linked to their learning disability (Lane, 1980). Strong 
evidence exists for the high correlational relationship between 
delinquency and learning disabilities (Lindsey, Daniels, and Ruterledge, 
1985; Murray, 1976; Randle, and Offord, 1981 ). As yet, research has not 
proven the precise nature of the relationship between learning 
disabilities and juvenile delinquency (Keilitz and Dunivant, 1986). 
There is a due process mandate to include adolescents identified 
as receiving special education services (for example, learning-disabled 
students) in meetings initiating, reviewing or changing students' 
special education programs (PL 101-476, 1990). To date, there is no 
specific requirement that learning-disabled adolescents understand the 
facts and implications of their learning disability. 
Learning disabilities is an extremely complex subject (Hallahan 
and Kauffman, 1991), and even learning-disabled students attending 
higher education appear not to fully understand the implications of 
their learning disabilities for the learning process (Ostertag, 1986). 
Although research is sparse, it is likely that learning-disabled 
juvenile delinquents also do not understand how being learning-disabled 
may have affected their performance in academic achievement contexts and 
impacted their experience of school. 
Learning-disabled adolescents may be unaware of their cognitive 
potential to be successful in achievement contexts (Bryan, 1986) . 
Individuals who have experienced repeated academic performance 
difficulties typically have a low self concept, and low self-efficacy 
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expectations (Pearl, Bryan, and Herzog, 1983). Learning-disabled 
students who have little confidence in their ability to perform in 
achievement contexts frequently exhibit a position of "learned 
helplessness (Hoy, 1986; Polaino-Lorenta and Villamisa, 1984). 
It may be that it is not the fact of being learning-disabled per 
se that influences an individual's choice towards delinquency. Lack of 
successful achievement experiences may support personal attributions to 
lack of ability (Seligman, 1984). Belief in one's intrinsic inability 
to be successful in a socially acceptable way (school achievement) may 
be a significant variable in the choice of antisocial behavior and 
perpetuate a lack of motivation in achievement contexts (Polk, 1984). 
The problem of lack of achievement motivation has been addressed in the 
literature in a variety of ways reflective of different theoretical 
beliefs about what influences motivation (Weiner, 1991). Methodology 
generated from attributional theory attempts to change causal 
attributions of subjects as a precursor for achievement behavior 
(Fosterling, 1988). Typically, attributional change is facilitated 
through the use of attributional retraining procedures (Weiner, 1979; 
Schunk, 1983). 
Attributional retraining procedures have mainly focused upon 
changing the subjects' causal attributions to effort ascriptions (Medway 
and Venino, 1982; Schunk, 1982). Some research has also examined the 
relative effects of attributional training based upon ability feedback 
(Peterson, 1989). For incarcerated adolescent delinquent populations, 
results suggest ability feedback had some effect upon motivational 
behaviors and was more effective than effort feedback. Results of the 
former study also also indicated that changes in motivational behaviors 
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were not corrolated with changes in causal attributions held by the the 
subjects. 
The results of different attributional retraining methodology to 
influence achievement behaviors seems to vary for a variety of reasons. 
The developmental level of subjects influences their receptivity to 
causal ascriptions (Skinner, 1990). Young children seem more 
receptive to changes of causal ascriptions to effort (Thomas, 1989). The 
quality of previous achievement experience seems to impact the power of 
retraining to effort ascriptions (Schunk, 1981). Research using older 
subjects is sparse; adolescents and older subjects see ability as 
fixed, and consider ability to be the most powerful influence on 
achievement (Dweck, 1986). The belief in ability as the most causal 
factor to achievement suggests that adolescents may be more responsive 
to attributional change based on ability feedback. Attributional 
retraining research using adolescent delinquents produced results that 
impacted achievement-related behavior, but behavior changes were not 
supported by changes in causal attributions (Peterson, 1989). 
Currently-employed attributional retraining procedures may not be 
appropriate for learning-disabled juvenile delinquents. Learning- 
disabled delinquents frequently have a history of repeated failure 
experiences (Hallan and Kauffman 1990) and may have experienced the 
relative futility of effort as a mediator in achievement contexts 
(Bryan, 1986). The developmental-level adolescent delinquent promotes 
behavior directed towards gaining self-determination and control 
(Rotter, 1966; Mitchell, 1975). Thus, adolescents may be less 
responsive to the influence of third-party feedback from an external 
agent, whom they may perceive as an authority figure. 
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Current research has identified self-esteem as a separate 
multidimentional construct (Craven, Marsh and Debus, 1991); however, 
self-esteem is thought to be bound with attributional processes (Marsh, 
Cairns, Relich, Barnes and Debus, 1984; Weiner, 1979). Attempts to 
increase students' motivation to achievement have frequently focused 
upon attempting to increase self-concept as a precondition for 
achievement contexts (Ostrov, Offer, and Howard, 1986). The 
preponderance of self-concept research to date has not supported 
achievement as preceding self-concept change (Marsh, 1990). 
From the perspective of attributional theory, the locus of control 
(Rotter, 1966) of an individual is believed to have an impact upon how 
he/she constructs self-concept (Brown and Weiner, 1984). Locus of 
control has also been noted to influence treatment effects (Raymond and 
Penner, 1990). Research has shown that learning-disabled students are 
primarily externally-located (Friedman and Medway, 1987). Studies on 
adolescent delinquents also support the locus of control of adolescent 
delinquents as external (Ruback and Jurkovio, 1981; Gagney, 1979). 
Interventions using cognitive behavioral techniques may be more 
successful with resistant populations exhibiting an external locus of 
control (Freeman, Pretzner, Fleming and Simon, 1990). 
An alternative methodology for changing causal ascriptions of 
ability which might be more compatible to the cognitive development, 
attributional set and locus of control of learning-disabled juvenile 
delinquents may be methodology stressing metacognitive abilities. 
Metacognition has been described as the knowledge about and regulation 
of one's own learning (Billingsley and Wildman, 1990). Recent research 
supports the potential metacognitve abilties of learning- disabled 
66 
students following training in the use of metacognitve skills 
(Rothaizer, 1981). One explanation for learning-disabled students' 
seeming lack of metacognitve abilities is the nature of special 
education services. Special education frequently incorporates a focus on 
remediating deficit skills by focussing upon repetition and drill, while 
ignoring the development of higher processing abilities (Lerner, 1988). 
Learning in academic contexts has often been difficult for 
learning-disabled students (Hallahan and Kauffman, 1991); it is likely 
that they underestimate their cognitive ability and potential to achieve 
in academic contexts and thus may have developed incorrect causal 
assumptions about ability. 
It seems reasonable to argue that, for learning-disabled 
individuals, regulation of one's learning (which implies investment in 
exploring one's own learning processes) may not readily occur unless one 
first understands the learning requirements imposed by learning 
disabilities; that lack of achievement does not equate with lack of 
cognitive ability, and prior unsuccessful learning experiences do not 
need to dictate future achievement potential. With such an 
understanding, learning-disabled delinquents may be more motivated to 
invest in learning contexts they may otherwise have resisted. 
Covington and Omelich (1979) assert that effective training and 
learning strategies should include an attempt to change a student's 
beliefs about the causes of failure. Cognitive behavior theory stresses 
helping the subject to change faulty thinking about the reasons why 
things happen (Beck, 1971; 1976). Cognitve approaches have proved 
successful with delinquent populations (Hains and Higgins-Hains, 1987). 
Therefore, interventions such as those employing knowledge-based 
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training and metacognitve approaches may be more likely to succeed in 
provoking changes in causal attributions of ability for learning- 
disabled delinquents. Such changes may be possible because methodology 
which incorporates knowledge about one's learning may give the subject 
an alternative explanation of previous success and failure experiences, 
and confirm the intrinsic ability within an individual to achieve. 
Juvenile delinquents are regarded as frequently resistant to 
interventions (Kazdin, 1985). Interventions that do not include an 
ongoing imperative to achieve in performance contexts, but that, rather, 
focus upon acquainting the student with his talents, limitations and 
potential may have more success in overcoming the resistance of such 
adolescents to academic tasks. Such an approach is additionally 
attractive because it supports the students' developmental strivings for 
autonomy (Mitchell, 1975), corroborated by Weiner's (1986) three- 
dimensional model asserting the importance of locus of control, temporal 
stability and controllability for the development of causal 
attributions. 
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CHAPTER III 
DESIGN OF THE STUDY 
Purpose of the Study 
This research was an effort to expand cognitive motivational 
research in performance contexts. The purpose of this study was also to 
provide results which are relevant to training methodology, as well as 
being experimentally relevant. The study was designed to investigate the 
effects of providing five learning-disabled incarcerated adolescents 
information about learning disabilities in general, as well as 
information about the presence of the subject's own learning 
disabilities. The focus of the study was on individual performance and 
change stimulated by cognitive training for self concept, comprehension 
of learning disabilities and achievement-motivated behaviors. 
Rationale 
Weiner's (1972) basic attributional principle, which is that 
achievement-related behaviors are mediated by attributions of causality, 
has formed the theoretical base for this experiment. The relevance of 
an intervention methodology focused upon helping resistant populations 
to reassess causal attributions is supported by Beck's (1971; 1976) 
behavior theory, which stresses that the focus for such a population 
should be upon upon changing causal attributions. 
The expectation that learning-disabled delinquents will be able to 
understand a complex subject such as learning disabilities seems to be 
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realistic since they possess average or above-average cognitive ability. 
Although they may not exhibit the use of metacognitive skills, it 
appears that learning disabled students' potential in this regard is 
present but frequently undeveloped (See literature review for the 
present study). 
Some interventions with individuals who are affected by learned 
helplessness and external locus of control have stressed the provision 
of new and successful experiences to change the influence of previous 
failure experiences (Thomas, 1989); however, it seems that, through 
time, experience is less of a factor in interpreting performance because 
attributions for success and failure stabilize (Nicholls, 1979). 
Therefore, an intervention directed at stable, internally-held 
assumptions about cognitive ability and potential to achieve may have 
more success in mediating the position of learned helplessness likely to 
be held by learning-disabled juvenile delinquents, and promoting 
achievement-related behaviors. 
An assumption of this study was that the subjects were holding 
misperceptions with respect to academic success, failure and their 
potential to achieve, which are based upon their lack of knowledge about 
learning disabilities. The experimenter reasoned that brief structured 
discussion techniques and accurate information (the course of treatment) 
presented at the subjects' comprehension level would change the 
subjects' perceptions and conclusions about learning disabilities and 
their own abilities to achieve academically. 
Of specific interest, as a result of treatment, were the subjects 
achievement-related behaviors, as measured by the extent of the 
subjects' task persistence and the extent of the subjects' productivity. 
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An additional interest of the study was the subjects' performance on 
pre- and post-intervention measures of knowledge of learning 
disabilities as measured by the Kernan Learning Disabilities Inventory 
(KLDI), as well as the subjects' performance on pre- and post¬ 
intervention measures of self-concept as measured by the Coopersmith 
Self-Esteem Scales (1987). 
Limitations of the Study 
The unique characteristics of the adjudicated learning-disabled 
delinquents and the setting of the experiment presented additional 
research concerns. 
1. The secure facility conducted educational programs on an 
individualized, or small group (1-5 individuals to one teacher) basis. 
Maintenance of current programming, and behavior control did not allow 
for any changes in the regrouping of individuals in order to perform 
research. 
2. Comparisons of small groups and individuals across many different 
individualized settings would not yield meaningful information that 
could be considered valid for the experiment, since it would not be 
reasonably possible to control all the independent variables involved 
for the group. 
3. The number of subjects available for the study was limited. The 
need for a large experimental population required by a group study could 
not be met. 
4. Research has shown that many factors can affect an individual's 
attributions, and these factors include differences between the 
attributional patterns developed by females as compared to males. Since 
both learning disabilities and juvenile delinquency are estimated to 
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occur at a higher rate for males than for females, the present 
researcher confined her investigation to male subjects from an 
exclusively male institution. 
5. Although the subject selection criterion was not controlled for 
race or ethnicity, the subject pool comprised four African-Americans and 
one Spanish-American. Thus, race and ethnicity may have impacted 
treatment effects. 
6. The selection of a population of previously-identified learning- 
disabled male juvenile delinquents, who volunteered as study 
participants, defines the subject pool. The small number of subjects, 
and the use of a single subject design, limits the generalizing of 
results across learning-disabled juvenile delinquent populations. 
However, through replication, the effects of an intervention across 
subjects may yield meaningful information relevant to clinical and 
therapeutic settings (Kazdin, 1982). 
7. The participants were volunteers. Willingness to participate in a 
study suggests a higher motivation to cooperate and perform, which may 
in turn have affected treatment results. 
8. The subjects' achievement motivated behaviors in an academic 
setting were of interest to the present study. Participation in 
schooling was compulsory at the research setting and was also a 
condition of the subjects' release. Inappropriate behavior resulted in 
removal from school and punishment that affected the subject's 
performance record and length of incarceration. Therefore, pressure to 
stay in school was strong and may have affected the subjects' 
achievement motivated behavior in academic contexts. 
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9. Both the training program and the Kernan Learning Disabilities 
Inventory (used to measure knowledge of learning disabilities) are new 
and were developed by the experimenter. The validity of both the 
training methodology and the the Kernan Learning Disabilities Inventory 
were limited to information derived from a pilot study using four 
subjects and from a review by a panel of experts in the field of 
learning disabilities and teaching which included one regular elementary 
school teacher, one elementary special education teacher, one high 
school special education teacher and one collegiate teacher of 
special needs (See Reliability and Validity in this chapter for 
additional information about review panel). Thus, analysis of treatment 
effects may have been influenced by the methodology used to convey 
information about learning disabilities and by the evaluation of 
treatment effects using the Kernan Learning Disabilities Inventory. 
Additional applications of the training procedure with future 
learning-disabled adjudicated delinquent subjects may serve to clarify 
the most effective training methods and refine the Kernan Learning 
Disabilities Inventory as a criterion-related measurement. Such 
refinements might include inter-rater reliability procedures and 
repeated measurement designs. 
10. The Kernan Learning Disabilities Inventory (KLDI) was used as a 
measure of pre/posttest comparison for the individual performance change 
of subjects, and for performance changes across subjects. The KLDI is a 
criterion measure, with a ceiling preset by the construction of the 
test; thus, using the percentage of change from pretest to posttest 
could be misinterpreted. For example, if a subject should score high on 
the pretest measure and achieve 100 percent on the posttest measure, the 
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percentage of pre/posttest change would appear relatively low. In such a 
case, the low percentage of change is not related to the student's lack 
of learning but to the inability of the test to allow for a higher 
ceiling to accommodate more able students. Pre/posttest comparisons are 
more meaningful when comparing subjects who have failed to achieve 100% 
on the posttest, and when comparing individual pre/posttest change as it 
relates to the ability of the student to comprehend the training. 
Additional administrations of the KLDI, that establish a higher 
test ceiling would allow for a better analysis of treatment effects 
across subjects. 
11. The experimenter used the academic achievement context of math 
performance as a measure of achievement-motivated behaviors for 
comparison purposes because such contexts have been used in much 
former research on motivational behaviors (Schunk, 1983; Weiner, 1979), 
including research using adjudicated populations (Peterson, 1989). Since 
adolescent delinquents typically have chosen to detach from academic 
settings, treatment effects may have been influenced by evaluating 
motivational behaviors in academic contexts. Such a limitation may be 
addressed in future studies by examining treatment effects across a 
broader sample of achievement motivated behaviors. 
12. The experimenter drew upon her background as a regular education 
teacher, special education teacher and school psychologist. The training 
would most appropriately be replicated by individuals who are 
professionally skilled in methods of psychoeducational evaluation and 
special education. 
13. Research has generally recognized the limitations of treatment 
effects imposed by the influence of the experimenter. Experimenter 
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influence may negatively impact treatment effects, or the act of 
intervening (irrespective of the nature of the treatment), may provoke a 
positive change in behaviors (the latter case is commonly referred to as 
the Hawthorn Effect). The results of treatment effects may also vary 
across experimenters. In a study conducted by Craven, Marsh, Raymond and 
Debus (1991), results suggest that students in grade school are more 
responsive to attributional retraining by researchers as compared to 
similar training performed by known teachers. Replication of the present 
study across experimenters may provide more clarification of the 
influence of the experimenter on treatment results. 
Study Design 
This section includes a description of the overall design and 
procedures used in the study. It is divided into the following areas: 
1. Hypothesis. 
2. Population and Research Setting. 
3. Measurements and Instrumentation. 
4. Reliability and Validity. 
5. Preparation and Training. 
6. Order of Phases. 
7. Treatment Considerations. 
8. Treatment Conditions. 
9. Analysis of Data. 
Introduction 
The two major questions of this research study follow. 
Will information concerning an individual's learning disability, 
provided during cognitive training, change the subject's knowledge of 
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learning disabilities as measured by the Reman Learning Disabilities 
Inventory? 
Will such knowledge also change the subject's achievement-related 
behaviors evaluated using observation techniques and self- concept as 
measured by the Coopersmith Self-Esteem Inventories (Coopersmith, 
1987)? 
Hypotheses 
The hypotheses below are divided into three areas. 
1. Achievement-related behavior. 
2. Knowledge of learning disability. 
3. Self- concept. 
Each category contains general problem statements as well as specific 
hypotheses. All the hypotheses are written in the null form. 
Achievement-Related Behaviors. Factors that affect achievement- 
related behaviors were a major focus of his experiment. Two areas were 
measured: (1) the subjects' task persistence on one selected task 
involving the performance of arithmetic skills; and (2) the subjects' 
productivity on one selected task involving the performance of 
arithmetic skills. The following hypotheses address aspects of 
achievement-related behaviors as defined by arithmetic persistence tasks 
and subject productivity. 
Hypothesis: There will be no statistically-significant difference 
between cognitive treatment and no treatment on measures of arithmetic 
Task Persistence using behavioral observation. 
Hypothesis: There will be no statistically-significant difference 
between cognitive treatment and no treatment on Subject Productivity 
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(the number of problems attempted in mathematics sessions as measured 
by a daily count of problems attempted. 
Glossary of Terms --Achievement-Related Behaviors: 
Student Productivity: The number of math problems completed at end 
of a twenty-minute independent math activity. 
Task Persistence: The extent of the subject's "on task" behavior 
during a twenty-minute independent math activity. 
Selected Tasks: Math computational work sheets completed 
independently by the subject (see Appendix I for a list of mathematics 
materials used). 
Knowledge of Learning Disabilities. The study was concerned with 
whether or not the subjects could increase their knowledge of learning 
disabilities. Such a concern yielded the following hypothesis: 
Hypothesis: There will be no significant difference between 
treatment and no treatment conditions for the subjects' performance on 
the Kernan Learning Disabilities Inventory. 
Glossary of Terms: 
Knowledge of Learning Disabilities: The Course of treatment. 
The Kernan Learning Disabilities Inventory: A criterion measure of 
acquired knowledge (the course of treatment) of learning disabilities. 
Self-Concept. A further question of interest to the study was 
whether knowledge about learning disabilities would affect the subjects' 
self concept. The Coopersmith Self-Esteem Inventories (CSE) were used 
as a measure of this construct. The following hypothesis was generated: 
Hypothesis: There will be no significant difference between 
treatment and no treatment conditions for the subjects' performance on 
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measures of self-esteem using the Coopersmith Self-Esteem Inventories 
(1987). 
Glossary of Terms: 
Self-Concept: The subjects' opinions of themselves as measured by 
the Self-Esteem Inventory (CSE) (Coopersmith, 1987). 
Subjects and Research Setting 
Five subjects were drawn from the residents of a juvenile 
detention center in Western Massachusetts. This is a facility for male 
youths who have committed repeated acts of delinquency and crime 
(including capital offenses), and for whom a more restrictive setting 
has been deemed appropriate. The subjects were selected from the subject 
pool as meeting the selection criterion (see below) by the principal and 
staff at the facility. The study was explained to the potential subjects 
through a letter that was read to them by the experimenter. A letter of 
explanation was also provided to the subjects' parents or legal 
guardians. A letter of agreement to participate was signed by both the 
subjects and their legal guardians (see Appendix IV for letters of 
explanation and permission to participate). The subjects were told that 
they were free to cease participating in the study at any time, but that 
those subjects who completed the training would participate in a 
luncheon of Chinese food at the end of the study. 
Subject Selection Criterion. Within six months prior to the 
beginning of the study, all the subjects completed the following 
psychoeducational tests at a Department of Youth Services facility (a 
record of personal data by subject can be found in Appendix VI). 
The Key Math Diagnostic Math Test. 
The Woodcock Reading Mastery Test Revised (B). 
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The Clinical Test of Language Fundamentals, or the Test of 
Adolescent Language. 
The Wechsler Intelligence Test for Children--Revised (WISC-R). 
The subjects achieved low-average or average scores on either the 
performance or the verbal or both the performance and the verbal 
subtests of the Wechsler Intelligence Scale for Children--Revised 
(WISC-R); Performance range for subjects was 75 - 104. Verbal range for 
subjects was 71 - 86. 
Subjects were selected with not less than fourth-grade reading 
skills and were performing academically at least two years or more below 
their expected grade-equivalent performance. 
Subjects were between thirteen and seventeen years of age, and 
their primary language was English. 
Subjects had been assessed according to the identification 
criterion of PL 101-476 and had current Individual Education Programs 
(IEPs). As part of the intake procedure at the facility, all subjects 
had completed a psychoeducational evaluation in 1991, which identified 
the need for special education services because of a learning 
disability. The evaluations were conducted by a psychologist at one of 
the following agencies: Center for Health and Human Development, Inc.; 
New England Medical Center Hospitals; and the Justice Resource Institute 
Evaluation Program. 
Information regarding prior school history was sparse, and school 
attendance records were incomplete. All subjects had been truant from 
school at the time of their arrests. The subjects provided anecdotal 
information about their previous school experience which included the 
following: all subjects reported that they had received special 
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educational help outside the classroom during elementary school years; 
all subjects reported they did not know why they had received help 
outside the classroom; all subjects noted that their behavior at school 
included acting out in the classroom setting. 
The experimenter determined that the subjects lacked accurate 
knowledge about learning disabilities, by asking them to complete the 
following assignment: "If a teacher told you that a student had a 
learning disability, what do you think it may mean for the student? How 
do you think the student may be affected by a learning disability?" 
Subjects were asked to verbally respond when they were ready. All 
subjects recorded either that they did not know the answer to the 
questions, or that a learning disability meant that the student was 
cognitively below-average (the subjects used the terms "retarded" or 
"dumb"). (The assumption of the subject's lack of understanding about 
learning disabilities was confirmed by pre-test administration of the 
Kernan Learning Disabilities Inventory). 
An assumption made by the experimenter was that the subjects' 
cognitive ability of average IQ, in either verbal or performance (or in 
both verbal and performance) subtests of the WISC-R, predisposed the 
subjects to be successful candidates for a brief (ten-day) intervention 
program of cognitive training focused upon comprehending new information 
about learning disabilities. 
Subjects were participating in mathematics classes at the facility 
which met during the designated school day. 
Although not part of the criterion selection, it was noted by the 
experimenter that, on the Clinical Test of Language Fundamentals, four 
of the subjects achieved combined scores which placed them in the 
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borderline, or below range of age-appropriate language ability, 
indicating a possible language deficit. This was the case regardless of 
the individual subject's relative strengths in other areas. 
Profile of Individual Subjects. While it is probable that the 
subjects' delinquent history has a bearing on their behavior, it was not 
possible to describe the subjects used in this study in terms of their 
previous delinquency history. The Massachusetts Department of Youth 
Services maintains a policy of confidentiality which includes not 
revealing the reasons for adolescent inmates' incarceration, and this 
policy is applied to all other agencies connected with the minor, 
including community schools which may be receiving a student who has 
been released from incarceration. All of the subjects had a protracted 
history of delinquency and crime. Typically, offences committed by 
inmates at the research facility may have include the following: assault 
and battery; weapons possession; rape; attempted murder; manslaughter; 
alcohol and drug possession; selling drugs; larceny; and breaking and 
entering. 
SUBJECT A. Entered the facility on April 4, 1991. At the time of 
the study he was seventeen years and ten months of age. Subject A was of 
Spanish-American descent, but spoke little Spanish and his primary 
language was English. Subject A willingly participated in the training 
sessions and seemed interested and involved in training activities. 
Subject A offered that he didn't like attending school in his community 
and that people thought he was "dumb." 
Subject A achieved the following standardized test scores. 
Wechsler Adult Intelligence Scale--Revised. Verbal I.Q. = 71; 
Performance I.Q. - 100; Full Scale I.Q. - 82. 
81 
Key Math Diagnostic Mathematics Test grade-equivalent score of 
5.0. 
Woodcock Reading Mastery Test (Form B) grade-equivalent score 4.7. 
Clinical Evaluation of Language Fundamentals age-equivalent score 
8.6. 
SUBJECT B. Entered the facility on August 15, 1990. At the time 
of the present study, he was sixteen years and ten months of age. 
Subject B was of African-American descent. Subject B's behavior during 
the training sessions was somewhat variable. Although he seemed 
committed to attending the sessions, he would sometimes present as 
argumentative and oppositional and needed to be redirected to the tasks. 
When given the option to leave the sessions, Subject B always chose to 
remain and comply with the session requirements. On some occasions, 
subject B was cooperative and seemed well-motivated. 
Subject B achieved the following standardized test scores. 
Wechsler Intelligence Scale for Children--Revised. Verbal I.Q. = 
78; Performance I.Q. - 87; Full Scale I.Q. - 81. 
Key Math Diagnostic Mathematics Test grade-equivalent score 5.5. 
Woodcock Reading Mastery Test (Form B) grade-equivalent score 5.2. 
Clinical Test of Language Fundamentals age-equivalent score 9.00. 
SUBJECT C. Entered the facility on May 29, 1991. At the time of 
the present study, he was thirteen years and eight months of age. 
Subject C was of African-American descent. Subjects C's behavior across 
training settings was cooperative. On two occasions he appeared somewhat 
brooding and noncommunicative, but for the majority of the sessions he 
presented as motivated and enthusiastic. 
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Subject C achieved the following scores on standardized 
tests. 
The Wechsler Intelligence Scale for Children--Revised. Verbal I.Q. 
- 84; Performance I.Q. - 75; Full Scale I.Q. - 78. 
Key Math Diagnostic Mathematics Test grade-equivalent score 5.9. 
Woodcock Reading Mastery Test (Form B) grade-equivalent score 6.6. 
Clinical Test of Language Fundamentals age-equivalent score 9.11. 
SUBJECT D. Entered the facility on June, 18, 1991. At the time 
of the present study, he was fifteen years and two months of age. 
Subject D was of African-American decent. Subject D was involved and 
motivated across all training sessions. Although the subjects' 
performance was not evaluated during the training sessions, subject D 
would frequently ask how well he was doing and whether his performance 
was better than that of other subjects. 
Subject D achieved the following scores on standardized tests. 
The Wechsler Intelligence Scale for Children--Revised. Verbal 
I.Q. = 86; Performance I.Q. = 104; Full Scale I.Q. score = 93. 
Key Math Diagnostic Mathematics Test grade-equivalent score 7.2. 
Woodcock Reading Mastery Test (Form B) grade-equivalent score 4.2. 
Clinical Test of Language Fundamentals age-equivalent score 15.5. 
(average range). 
SUBJECT E. Entered the facility on May, 2, 1991. At the time of 
the present study, he was seventeen years and two months of age. 
Subject E was of African-American decent. Subject E willingly 
participated in the training sessions and was cooperative throughout the 
training. Subject E achieved the following results on standardized 
tests. 
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The Wechsler Adult Intelligence Test--Revised. Verbal score- 82; 
Performance score - 85; Full Scale I.Q. - 82. 
Key Math Diagnostic Mathematics Test grade-equivalent score 7.5. 
Woodcock Reading Mastery Test grade-equivalent score 7.2. 
Clinical Test of Language Fundamentals age-equivalent score 11.7. 
Measurements and Instrumentation 
To determine the subjects' responses prior to treatment and 
provide a measure for comparison of the effectiveness of the 
intervention, the study followed a pre/post test sequence using 
independent measures (see Coopersmith, below). 
Criterion measures were used to evaluate the degree to which the 
subjects retained the knowledge of learning disabilities presented in 
the training sessions. To evaluate achievement-related behaviors, 
continuous measurements employing frequency counts and behavioral 
observation techniques were used. For the three major areas of 
hypothesis, the following measurement procedures were employed. 
Achievement-Related Behaviors. The experimenter and the regular 
math teacher developed a sequence of math lessons from a programmed 
learning series and included additional supplementary practice work 
sheets from a variety of math practice workbooks (See Appendix I for a 
list of mathematics resources used). Mathematics work sheets were 
completed independently by the subjects in their regular math class 
every day for a period of eight weeks. The level of difficulty of the 
math lessons corresponded to the math mastery grade equivalent score 
obtained by the subjects on the Key Math Test; thus, the subjects did 
not require instructional support to complete the math tasks. 
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Math Performance as a Measurement Task. Math performance has 
frequently been a target of research for measuring a subject's 
motivation to task (Schunk, 1984). The most frequent measurement task 
has been a pre/posttest design. It is common in such procedures to make 
a count of the number of math problems correctly completed. The pre/post 
test results are then compared. Peterson (1989) used an alternative 
procedure involving math performance and compared the number of problems 
attempted as a criterion for task persistence using pre/post test 
measures. 
The present experiment departed from many previous attributional 
retraining studies in the construction of math persistence measures, 
because it provided a continuous performance task where the subject's 
performance on both task persistence and productivity could be evaluated 
over time. Another distinct difference between the present measurement 
tasks and those used in previous attributional studies evaluating 
achievement-related behaviors was the separation of the target behaviors 
(in academic performance context) from the treatment context. 
1. Subject Productivity (the number of math problems attempted) 
was measured by the experimenter who recorded the number of math 
problems attempted during the math lesson. At the end of each daily math 
observation period, a count was made of the number of math problems each 
subject attempted while working independently on math problem work 
sheets. The percentage of math problems attempted daily was compared 
over the three phases of the study. 
2. The extent of the subjects' task-persistence behaviors was 
measured by observing "attending behavior." The criterion for describing 
attending behaviors was generated through the consensus of five 
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professionals in the field of education and evaluation: the 
experimenter; a school psychologist; a primary special education 
teacher; a primary-school teacher; and a high-school special education 
teacher. "Attending behaviors" were defined as the subject 
performing one or more of the following actions. 
(1) Subject physically positioned in such a way as to allow him to 
read and write the answers to problems--the physical position met 
classroom norms (as evaluated by the classroom teacher) regarding 
acceptable posture for written responses, which was to be seated at a 
work table; (2) looking at relevant materials or equipment. This 
required the subject to be looking at a problem sheet, response booklet 
or paper or calculator; (3) verbalizations relevant to the subject 
matter (either sub-vocalizing as the subject works, or engaging an adult 
for the purposes of clarification or direction) as evaluated by the 
classroom teacher; (4) the subject writing answers to problems (the 
subject to be engaged in graphomotor activity on the paper provided for 
recording the answers, or working through the solutions to problems). 
To be recorded as "attending," the subjects had to consistently 
manifest behavior (1) and any, or all, of behaviors (2) through (4). 
The classroom teacher determined the relevance of verbalizations (see 
number 3, above). Data was recorded as yes for attending behavior 
observed, and no if attending behavior was not present. Subjects were 
scored as not attending if they did not meet one or more of the four 
selected criteria. 
Observation Methodology. In order to obtain a measure of 
inter-observer agreement, the experimenter and a staff member at the 
facility recorded observation data. The percentage of inter-observer 
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agreement was 98.5, and was calculated using the following equation 
(Katz, 1973). 
% agreement - 98.5 
_Number of agreements (A)_ 
Number of Number of x 100 
Agreements (A) Disagreements (D) 
It did not prove practical to use two independent raters in person 
at the facility, because of the possible influence of the observers on 
the behavior of the subjects. Observations were collected in a less 
intrusive manner by using video tapes of the subjects' participation in 
the daily math sessions. To reduce the novelty effect of the equipment, 
a video camera was placed (in the position that it occupied during the 
experiment) in the subjects' math classroom for two weeks prior to the 
beginning of the experiment. The observation period began ten minutes 
after the beginning of the lesson and continued for a period of twenty 
minutes. Later the film was played for the observers on video equipment 
with a "freeze frame" capacity. At the fast-forward setting, the math 
lesson used two minutes and thirty seconds of recording time. Using a 
table of random numbers (Kerlinger, 1973), each observation period was 
divided into ten observation intervals, each random number represented 
the number of seconds the tape ran at fast forward, before a freeze - 
frame capacity was used to enable the experimenter to stop the subject's 
action and record the observation. The data was then translated into a 
total percentage of time spent on task for the daily observation period. 
Knowledge of Learning Disabilities. Within the area of learning 
diabilities, the study investigated two questions: (1) Does the 
knowledge of the subjects with respect to learning disabilities change 
as a result of treatment? (2) Does the self-concept of the subjects also 
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change as a result of treatment? Since a major assumption of the study 
was that lack of knowledge about learning disabilities influenced the 
subjects' academic performance in achievement contexts, it was necessary 
to determine what was the subjects' pre-treatment knowledge about 
learning disabilities. To address this need, the experimenter developed 
The Kernan Learning Disabilities Inventory (KLDI), which is a criterion 
measure of the subject's understanding of learning disabilities as 
presented in the training sessions. 
Material sampled by the KLDI includes: the nature and 
identification of learning disabilities; the ability to discriminate 
between misperceptions, as well as correct factual information about 
learning disabilities and major learning characteristics of some 
learning disabilities; the emotional response of some individuals to the 
experience of being learning-disabled. The test protocol for the KLDI is 
presented as 62 multiple choice questions with a total possible correct 
score of 65 points. A pretest performance score of 33 was set by the 
experimenter as the ceiling for participation in the training (see 
Appendix V, for KLDI test protocol). If any subject had achieved more 
than 33 points on the pre-test of the KLDI, he would have been 
disqualified from participating in the experiment. A high pretest score 
may indicate some competence with respect to knowledge of learning 
disabilities, and would not adequately allow for the evaluation of 
treatment effects. 
Self-Concept. The subjects' self-concept as it relates to learning 
was measured using pre/post measures of the Coopersmith Self-Esteem 
Inventories, 1987 (SEI). The SEI was developed to measure self-esteem. 
The test defines self-esteem to be "the evaluation that a person makes, 
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and customarily maintains of him, or herself" ... an individual's 
evaluative attitudes with respect to the self in social, academic, 
family and personal areas of experience (S. Coopersmith, 1987). The 
experimenter administered "The School Form" which consists of fifty- 
eight short statements, which are answered "like me" or "unlike me". 
Fifty of the items are directed towards the measurement of self-esteem, 
and eight of the items comprise the Lie Scale. The Lie Scale is 
described as a measure of the subject's defensiveness towards answering 
the questions on the test and the extent of the subject's "test 
looseness". The test yield a total score as well as providing for 
separate scores for four subscales: General Self, Social Self-Peers, 
Home - Parents, School Academic. 
For the long form of the SEI, reliability data reported in the 
manual for 600 students in grades 5, 9 and 12, was .81 for grade 5, .86 
for grade 9, and .80 for grade 12. The coefficients are noted as 
representing adequate internal consistency for students in all three 
grades. 
With respect to validity, studies conducted or reviewed by 
Coopersmith (1987) support the instrument's construct, concurrent and 
predictive validity. Coopersmith (1987) cites a study reported by 
Kokenes (1974, 1978) in his review of validity. Kokenes (1974; 1978) 
study included 7600 school children in grades 4-8. Her study concluded 
that the SEI subscales exhibited construct validity with respect to 
measuring self-esteem. Data confirming concurrent validity was obtained 
when comparing the scores of subjects who also completed the Stanford 
Reading Achievement Scales (SRA), and the Lorge Thorndike Intelligence 
Test. For the SRA, the obtained coefficient was .33 (p.<.01). For the 
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Lorge-Thorndike Intelligence Test, the obtained coefficient was .30. 
Predictive validity for the SEI was confirmed for reading achievement. 
Correlations between reading scores and subscale scores in a population 
of 643 subjects were .35 for the General Self subscale; .39 for the Lie 
Scale; multiple r, .53 (p<.01) for the Lie Scale and General Self 
subscale (see Appendix V for the SEI test protocol). 
Reliability and Validity. The training program (see 
Appendix I and II) were reviewed by four independent raters. These 
included one regular elementary school teacher, one elementary special 
education teacher, one high school special education teacher and one 
collegiate teacher of special needs, all of whom had extensive 
experience teaching and motivating students with special needs. In 
particular, the Student Response Booklet was reviewed for the following: 
the relevance of the content as it related to knowledge of learning 
disabilities and selection of stated objectives; overall content as it 
related to the expressed stated objectives; and appropriateness of the 
style of presentation, as it related to the subject's learning abilities 
and to holding the interests of the subjects, (see Appendix III for an 
example of content and face validity procedures). 
The criterion measure of the subject's comprehension (Kernan 
Learning Disabilities Inventory, KLDI) was reviewed independently by the 
panel listed above for content and face validity (see appendix III for 
an example of the KDLC validity rating instrument). 
To address the comprehension needs of the subjects, the Student 
Response Booklet was written at fourth-grade reading level. The reading 
level was confirmed by three independent special education teachers who 
regularly teach and evaluate reading ability. 
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Procedures 
(See Table I for a chart of experimental procedures across 
phases). 
Training and Preparation (Pre-Treatment period). To evaluate the 
administration of the training a trial of the intervention procedure was 
conducted in the form of a pilot study using three subjects that met the 
subject selection criterion. Two of the subjects were inmates within 
adjudicated settings. One subject was a previous inmate currently 
released on parole, and attending an "alternative" high school in 
Massachusetts which was part of a regular community high school. 
A review of the experiment was provided to the regular math 
teacher at the research facility. The staff at the facility were 
instructed not to change their teaching or interactional style with the 
subjects for the duration of the experiment, and to include only those 
changes in the subjects' daily lessons and routine that were specified 
as part of the pre-experiment or experimental phases (see appendix I, 
Special Instruction for Mathematics Class). The staff was asked to note 
any special circumstance or events that may have been present for the 
subject over the course of the pre-experimental and experimental phase 
which may have influenced the subjects' participation in the study. 
In order to reduce the novelty effect of the equipment, a video 
camera was placed in the classroom by the regular math teacher for two 
weeks prior to the experiment. The subjects were informed that the 
camera would be in the room for the next two months, and that it would 
sometimes be filming and sometimes not. The subjects were instructed 
that the film would be used to gather information about their work in 
their math class. 
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In order to reduce the novelty effect of the lesson structure and 
standardize the format of the math lessons for the duration of the 
experiment, the regular math teacher used the experimental format for 
two weeks prior to the study. 
Pre-test measures were administered individually to the subjects 
by the experimenter under no treatment conditions. The pretests occurred 
on the last preceding school day before the beginning of the study, at a 
time designated which was not the same as their regular math lesson. All 
subjects completed the Coopersmith Self-Esteem Scales (1987) and the 
Kernan Learning Disabilities Inventory. In order to insure the 
readability of the test protocols, subjects had the option of listening 
to the taped questions in addition to reading the test protocol. 
Order of Phases. 
Phase l.(A) Baseline. 
Baseline measurements began and continue for the next two calendar 
weeks (ten consecutive school days). Measurements were taken of 
subjects daily achievement-related behaviors in terms of "productivity” 
and "task persistence" as described by this experiment (see hypothesis). 
The regular classroom math teacher recorded the subject's productivity 
in terms of the number of problems attempted. The experimenter and one 
other rater independently reviewed the videotapes of the subject's math 
sessions for "task persistence" using the observation techniques 
described in this study. 
Phase 2. (B) Treatment 
The initiation of "treatment conditions" marked Phase Two of the 
study, which continued for a period of ten days (two calendar weeks). 
Treatment was administered as described in this study under "treatment 
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conditions". At the conclusion of treatment and on the first school day 
following the course of treatment, the subjects' understanding of the 
information delivered during the training was evaluated. A Criterion 
test (The Kernan Learning Disabilities Inventory) was used as a measure 
of the subjects' understanding of the training content at the end of the 
treatment phase. Data regarding the subjects' task persistence 
behaviors and subject productivity continued to be collected and 
recorded as described in the baseline phase of the experiment. Post¬ 
test measures were administered on the next school day following the 
conclusion of phase 2. 
Phase 3. (A) Maintenance 
In Phase Three of the experiment, which represented the final ten 
days of the study (two calendar weeks), the subjects returned to 
baseline and no treatment conditions. A second series of baseline 
measurements were taken of the subjects' achievement-related behaviors 
(as defined by the study) under a replication of conditions present for 
the first baseline measure. 
Treatment Considerations 
(Training objectives presented in each session, training plans and 
an overview of the content of the sessions can be found in Appendix I.) 
The major intervention for the experiment was to provide learning- 
disabled adjudicated delinquents with information about learning 
disabilities. Several problems needed to be addressed in order to do 
this. 
1. A decision had to be made as to what methodology would be most 
appropriate to deliver the information. The methods of presentation 
incorporated by the experimenter in the intervention procedure are those 
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that have been found to be effective within learning theory (Bandura, 
1977; Brown; Glaser, 1990; Palincsar, Smith and Sutton, 1989). The 
training also used a multisensory approach, frequently effective in 
teaching children with special needs (Kendal and Williams, 1982; Mercer, 
1989; Wallace and Kauffman, 1986). The focus of treatment techniques has 
been to blend a variety of methods of delivering information as they 
have been deemed appropriate to the experimental population, and to 
provide learning opportunities that consider the individual learning 
needs of each subject (Glaser, and Bassock, 1991). 
A brief form (ten sessions) of training was selected as the 
treatment of choice. The particular form of cognitive training developed 
by the experimenter is based upon the logic contained within cognitive 
therapeutic rational and problem-solving reviewed in Chapter II of the 
present study (Beck, 1977; Freeman, 1990; Kennedy, 1984; Mahoney, 1979). 
The information was presented to the subjects under the title 
"Human Development and Learning." Within the student response booklet, 
initial information about human development and intelligence was 
presented to the subjects as it relates to the learning experiences of 
all individuals. Information about normal development is followed by 
the presentation of information which examines variations from the norm 
(Guralnick, 1984). 
The following criteria underlie the the explanation of learning 
disabilities that was delivered to the subjects. These particular 
standards were chosen because they represent the criteria that have been 
used most frequently for much research in the field (Lerner, 1988). 
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Identification Criterion for Learning Disabilities. A 
psychoeducational assessment by a trained professional which results in 
information describing the following. 
1. IQ-achievement discrepancy. 
2. Presumption of central nervous system dysfunction. 
3. Psychological processing disorders --uneven growth pattern in 
underlying mental abilities, which results in processing strengths and 
weaknesses. 
4. Learning problems not due to environmental disadvantage, mental 
retardation or emotional disturbance. 
It was necessary for the experimenter to determine what the 
content of information presented to the subjects should comprise. 
It seemed reasonable that initial information on learning 
disabilities should adhere to the "taxonomy" that has been most widely 
accepted as descriptive of the condition. The experimenter referred to 
the "taxonomy" contained in Chapter Four of the introductory text, 
Exceptional Children, by Hallahan and Kauffman (1989), and within the 
text Learning Disabilities by Lerner (1988) for the theory supporting 
the information presented in the training sessions. The training 
objectives (factual information) are listed at the beginning of every 
session within the section labeled "Training Plans" (see Appendix I). 
The "facts" presented in the training sessions include information 
about concomitant problems of learning-disabled individuals with respect 
to the ability attributions they may develop, and the emotional and 
behavioral responses that coping with learning disabilities may 
elicit. 
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It was necessary for the study to conduct the training sessions in 
a way that was experimentally replicable. To address replicability, the 
training was presented using the Student Response Booklet. The booklet 
is a highly-structured series of ten training sessions. The subjects are 
encouraged not to deviate from the format of the structured lessons 
during the training period (see Appendix II, Student Response Booklet). 
The experimenter recognized that there may be a strong emotional 
component connected to an individual's acceptance of his learning- 
disabled status. Reviewing academic success and failure experiences 
related to previous learning might have provoked feelings that may have 
been appropriate to process in a psycho-therapeutic fashion following 
the completion of the training period. Support and counseling personnel 
at the facility were made aware of the possible needs that could have 
arisen in this regard, and were prepared to respond to them as needed. 
Treatment Conditions. Training was conducted in a separate 
classroom where the subject's performance during the training was 
unobserved by peers. The exterior door to the room was kept closed. 
Security was maintained by security personnel who remained directly 
outside the room and could observe through a small glass window. The 
training sessions lasted for forty-five minutes and were conducted daily 
on ten consecutive school days. 
Information regarding learning disabilities was presented to the 
subjects using cognitive training which was based upon the use of a text 
developed by the experimenter. The content of the text directed the 
information presented to the subjects, and structured their responses 
(for a detailed description of lesson plans and student text, see 
Appendix I, Training Plans, and Appendix II, Student Response Booklet). 
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The focus of the intervention was upon helping the subjects to reassess 
their attributions of success and failure in the light of information 
about learning disabilities in general, and the subject's own learning 
disabilities in particular. 
Training was delivered over the course of nine days. The training 
involved direct instruction and delivery of information using a variety 
of materials including films, simulation exercises, problem-solving in 
collaboration with the examiner, and the processing and recording of new 
perceptions (see Appendix I, Training Plans, for lesson plans and 
materials used in the training). All of the information delivered to 
the subjects and subjects' responses to the information were highly- 
structured by the student response booklet. The training also provided 
the subjects with an informed estimate, based upon the subject's own 
diagnostic information (drawn from the data gathered to determine 
subject selection) of the subjects' individual ability and potential to 
achieve academically. The subjects examined the limitations with respect 
to learning that were present for them, as well as their academic 
strengths and abilities to achieve. 
Discussion periods facilitated the subjects' active participation 
in the training. All of the discussion periods were directed by the 
response booklet towards answering specific questions that elicited 
factual data from the subject or provided a measure of the subject's 
comprehension of the training material. 
A daily posttest reviewing training objectives was completed by 
the subjects. Training objectives from the previous session were also 
reviewed at the beginning of every new session. 
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The subjects were additionally guided through the information, 
instructions and questions in the student text by listening 
simultaneously to a tape-recorded presentation of the student response 
booklet. They were able to run the tapes at their preferred reading 
rate, and pause or rewind to review or clarify the material. The 
function of the experimenter was as follows: 
--to be present and monitor the sessions; 
--to introduce and conclude the study; 
--to act as a "helper" directed by the subject, and 
record the subjects' dictated responses if they should so wish; 
--to operate the video equipment; 
--to assist in the "activities" directed by the 
student booklet. 
Included within the training sessions were examples of correct 
responses, which subjects could turn to if they were unable to generate 
answers themselves. 
No Treatment Conditions. No treatment conditions involved the 
cessation of the experimental intervention and a return to conditions 
identical to those in effect for the baseline phases of the study. 
Analysis of Data 
Continuous Measures. There continues to be active debate 
regarding which evaluation procedures are most appropriately applied to 
single case designs. Within the literature, support for the use of 
statistical evaluation has grown (Glass, Willson and Gottman, 1975; 
Hartman, Gottman, Jones, Gardner, and Kazdin, 1980; Jones, Vaught, and 
Weinrott, 1977; Kazdin, 1982; Tryon, 1982). One of the most frequent 
tests applied to single -subject data are ordinary t and f (ANOVA) 
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tests. When these tests are used, a critical assumption is that data 
collected over time will not be serially dependent. When using small 
data sets such as the present experiment, it not easily possible to 
control for serial dependency or even adequately test for its presence. 
Such tests have also been criticized because of their single focus to 
control for Type I errors, and their lack of control for Type II errors. 
Time series analysis procedures are an alternative to t and f 
tests as a procedure to examine whether there is a statistically- 
significant change in treatment effects using level and trend. Time 
series procedures are an important alternative because they allow for 
serial dependency in the data. Since the present study uses an A-B-A 
design, and each phase has relatively few data points (a minimum of 
eight), the experimenter employed the use of Tryon's Simplified Time 
Series Analysis Test which applyies Young's "C" statistic to such 
experimental designs (Tryon, 1982; Young, 1941). The following 
statistical formula was used to evaluate frequency measures of subject 
task persistence and subject productivity. 
N-l , - 
(21 (X, - V,)2 
C = 1 - _ 
N 
2 S (X. - X)2 
i=l ^ 
The standard error of the Tryons "C" statistic was calculated as: 
Sc 
N - 2 
(N - 1) (N - 1) 
The final result of the analysis is represented by the "Z" 
statistic. Z represents the the ratio of the C statistic to its standard 
error: 
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For the purposes of this study the measure of trend was considered 
significant at the .05 level. The critical value for the .05 level of 
significance is 1.64. An initial application of the C statistic was 
used to examine the baseline for trend in the data. Two procedures were 
followed depending on the results of baseline analysis: 
1. If there was no trend in the baseline, baseline and treatment 
phases were combined and the C statistic was reapplied to determine the 
significance of the trend. 
If the treatment effects were found to be significant, baseline 
and maintenance were appended and examined for the significance of trend 
using the C statistic. The same procedure was repeated for treatment as 
compared to treatment + maintenance. In the last application of the C 
statistic, it was expected that there would not be a significant 
difference between treatment and maintenance because the effects of 
treatment could not be withdrawn. 
2. If the first application of the C statistic revealed a trend 
in the baseline, then the extent of trend was quantified by calculating 
a regression line (Y - A + BX). Trend line calculations were obtained 
using the ordinary least squares method. A comparison data set was then 
produced by subtracting the trend line values from baseline (A) from 
the data points in the treatment phase (B). The resulting data set was 
tested for the significance of trend with the "C" statistic. 
Additional Analysis. The purpose of additional analysis to 
describe the performance of the subjects on measures of self-concept and 
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comprehension of specific declarative knowledge using non-statistical 
techniques. 
For measures of self-concept, the data is analyzed at two levels. 
The first analysis examines the overall changes in measures of 
self-concept. The mean of the total subtest data was calculated as a 
percentage across subjects, and pre-and post-test results were then 
compared. The second analysis reviews the rate of pre- and post-test 
change within individual subjects using separate subtest data. The 
Coopersmith Self-Esteem Inventory (1987) does not provide an exact 
criteria for high, medium and low self-esteem against which 
interpretation of individual scores can be made. It is recommended that 
a sample of normative data that most closely resembles the character¬ 
istics of the population of interest be selected for comparison purposes 
(Coopersmith, 1986). The present study did not make use of normative 
tables since interest was focused primarily on pre/posttest changes for 
individual subjects. In addition, none of the given tables included a 
sample comparable to incarcerated subjects used in the present study. 
For criterion measures of declarative knowledge, the subject's 
performance on the Kernan Learning Disabilities Inventory was analyzed 
by comparing total pre- and post-test performances for individual 
subjects and across subjects. The subject's individual performance is 
also analyzed for each training session (1-9) and the rate of change for 
particular sessions is examined. 
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CHAPTER IV 
RESULTS 
Introduction 
The purpose of this research was to examine the effects of 
providing five learning-disabled adjudicated delinquents specific 
declarative knowledge about learning disabilities, which included 
informing the subjects of their respective individual learning- 
disabled status. A single-ubject design was utilized. 
Interest focused upon the subjects' ability to comprehend and 
apply knowledge about learning disabilities presented in the training 
sessions. Of additional interest was how the training affected two 
measures of subjects' achievement-related behaviors and the effects of 
training on measures of the subjects' self-concept. Results are 
presented below in three sections: (1) achievement-related behaviors; 
(2) knowledge of learning disabilities, and (3) self-concept. 
Achievement-Related Behaviors 
With respect to achievement-related behaviors, the study was 
divided into three experimental measurement phases (ABA), which were 
conducted consecutively. Achievement-motivated behaviors were evaluated 
during each phase of the study. 
The subjects' "on-task behavior" and "productivity" provided the 
two measures of achievement-related behaviors selected for measurement 
in the present study. Specifically, the two variables of interest were 
(1) the frequency of the subjects' task-persistence behavior, and (2) 
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the subjects' productivity as measured by number of arithmetic problems 
attempted in daily math classes. Both of these variables were 
modifications of procedures used in the Schunk (1982, 1983), and 
Peterson (1989) studies. On some occasions it was not possible to 
collect data for a particular subject because he was absent from 
training sessions. Each phase of the study contained ten data points. 
The least number of data points obtained for any given subject within 
individual phases was eight. 
A frequency distribution of each subject's individual performance 
across phases (A B A) for the two continuous measures of achievement- 
related behaviors is presented in Figures 1-5. Raw data from which 
frequency measures were drawn can be found in Appendix VI. Visual 
inspection of the frequency data provided in Figures 1-5 does not 
provide any meaningful data that could be used in the analysis of 
results. 
Statistical Procedures 
The results of the two continuous measures of achievement-related 
behaviors were examined for the extent of level and trend. Tests of 
significance using Tryon's "C" statistic were applied to the data for 
each subject. The "C" statistic was calculated as follows: 
(X, - X,.,)2 
C = 1 -_ 
N 
2 2 (X, - X)2 
i=l 
The standard error of the "C” statistic: 
N - 2 
Sc 
(N - 1) (N = 1) 
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The final result of analysis using the "C" statistic Z score): 
Sc (3) 
Results of the analysis for the two dependent variables (Task 
Persistence, and Subject Productivity) are presented for individual 
subjects in Tables 2, 3 and 4. Additional analysis generated from 
findings of significance between baseline, and treatment phases are 
presented in Table 5. Table 2 illustrates the results of time series 
analysis across subjects for task persistence behaviors. 
A review of the data in Table 1 shows that there was an absence of 
trend in the the first baseline phase. No significant treatment effects 
were found for the second applicatiuon of the "C" statistic, when the 
first baseline phase was appended to treatment. Therefore, across all 
subjects, no significant difference at the .05 level between treatment 
and baseline conditions was found. The expectation would be that a 
treatment effect would show differences between treatment and no 
treatment phases. 
Null Hypothesis. For Subjects A, B, C, D and E, there was no 
statistically-significant difference between cognitive treatment and no 
treatment on measures of arithmetic task persistence using behavioral 
observation. (p<.05. Z.90 was the highest appended result) 
Table 3 illustrates the Preliminary application of Tryon's C 
statistic to the first baseline phase for subjects A, D and E for 
measures of Subject Productivity. Since analysis showed no trend in the 
first baseline, a second application of the C statistic was used on 
baseline (A) appended to treatment (B) (A + B, for subjects A, D 
and E. 
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Table 2 
Achievement-Related Behavior (1): Task Persistence 
Results of Time Series Analysis 
Using Tryon's "C" Statistic (N - 5) 
Subjects Baseline (A) Total Set (A+B)* 
A C - -.02 C - .06 
SC - .31 SC - .22 
Z - -.06 Z - .25 
B C - .26 C - .16 
SC = .28 SC = .23 
Z = .90 SC = .68 
C C = .37 C = .20 
SC = .30 SC = .22 
Z - 1.24 Z - .90 
D C - .04 C - -.05 
SC - .28 SC = .22 
Z - .16 Z =* -.22 
E C - -.09 C - .18 
SC = .28 SC = .21 
Z = -.33 Z = .83 
^Baseline and treatment appended 
C - Results of application of "C" statistic 
Sc = Standard error of C statistic 
Z - Ratio of "C" statistic to its standard 
error 
Results of an analysis of the data in Table 3 showed no significant 
treatment effects for Subject A (Z = -.59). Statistically significant 
results were obtained for subject D (Z = 1.82) and Subject E (Z = 2.07) 
(see Table 4 for analysis of the results of additional tests of 
significance for Subjects D and E). 
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Table 3 
Achievement-Related Behavior (2): Subject Productivity 
Results of Time Series Analysis 
For Subjects A, E and D 
Subjects Baseline (A) Total Set (A + B)* 
A C - .03 C - 
-.13 
Sc - .31 Sc - .22 
Z - .10 Z - -.59 
E C - -.13 C -.44 
Sc - .28 Sc - .21 
Z = -.45 Z - 2.07** 
D C = .09 C = .40 
SC = .28 SC - .22 
Z = .30 Z = 1.82** 
* Baseline and Treatment appended. 
** Significant at the PC.05 level 
Table 4 illustrates the results of a preliminary application of 
The "C" statistic to the first baseline phase (A) for subjects B and C. 
Analysis shows the presence of significant trend in baseline (A) data, 
for both subjects B (Z = 1.83) and C (Z = 2.00). In order to quantify 
the trend in baseline (A) a regression line (Y = A +BX) was calculated. 
A comparison series was created using ordinary least squares method 
(subtracting the trend line values from baseline (A) from the data 
points in treatment phase (B)). The resulting comparison series were 
tested for the significance of trend with the "C" statistic. 
An analysis of the results in Table 4 shows the following results: 
For subject B, the first baseline Z statistic (1.83) is significant; 
however, when compared, baseline and treatment are not different in any 
meaningful way (Z - .87). For Subject C, the first baseline Z statistic 
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Table 4 
Achievement-Related Behavior (2): Subject Productivity 
Results of Time Series Analysis 
For Subjects B and C 
Subjects Baseline (A) Comparison** 
B C - .52 C - .28 
Sc - .28 Sc - .32 
Z - 1.83* Z - .87 
C C _ .59 C - - .14 
Sc - .30 Sc - .30 
Z - 2.00* Z - -.46 
**Comparison using ordinary least squares method 
*Significant trend in preliminary application 
of "C" statistic 
(1.83) is significant; however, when compared, baseline and treatment 
are not different in any meaningful way (Z-.87). For Subject C the first 
baseline Z statistic (2.00) is significant; however, baseline plus 
treatment comparison shows no significant difference (-.46). 
The following results are obtained from analysis of the results 
presented in Tables 3 and 4. 
Null Hypothesis. There was no statistically-significant 
difference between cognitive treatment and no treatment for subjects A, 
B and C on measures of Subject Productivity (p>.05 Z = .87 was the 
highest comparison result). 
Preliminary analysis revealed the presence of significant trend 
for subjects D and E. Table 5. shows the results of additional analysis 
examining the significance of trend across all phases of the 
experiment for subjects D and E. Extended analysis involved applying the 
"C" statistic to to first baseline (A) appended to maintenance (second 
baseline) and treatment appended to maintenance (second baseline). 
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Table 5 
Achievement-Related Behavior: Task Persistence 
Results of Extended Time Series Analysis Comparing 
(Baseline A) with (Baseline A Plus Baseline B) and 
(Treatment) with (Treatment Plus Baseline B) 
Subject D Baseline A 
C - .09 
Sc - .28 
Z - .30 
Treatment 
C - .41 
Sc =» .30 
Z = 1.38 
Subject E Baseline A 
C = -.13 
Sc = .28 
Z - -.45 
Treatment 
C - -.02 
Sc =» .28 
Z - -.06 
Baseline A + Maintenance* 
C - .28 
Sc - .21 
Z - 1.33 
Treatment + Maintenance 
C - .14 
Sc = .22 
Z = .65 
Baseline A + Maintenance 
C = .45 
Sc = .21 
Z - 2.11** 
Treatment + Maintenance 
C = .05 
Sc - .21 
Z = -.24 
**Significant at the .05 level 
*Maintenance - second baseline phase 
Results of analysis of Table 5 showed no significant treatment 
effects maintained across phases for subject D (Z = .65). A significant 
treatment effect maintained for Subject E (PC.05 Z = 2.11) 
Null Hypothesis. There was no statistically-significant 
difference for subject D between cognitive treatment and no treatment on 
measures of student productivity (P>.05, Z - .65). 
Null Hypothesis. There was a statistically-significant difference 
for subject E between cognitive treatment and no treatment on the 
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measures of student productivity .05, Z - 2.11), thus rejecting the null 
hypothesis. 
Self-Esteem 
The subjects participated in a pre- and post-test administration 
of the Coopersmith Self-Esteem Inventory (1987). The variables of 
interest were the the subscale svores for the following categories: 
General Self, Social Self-Peers, Home-Parents, School-Academic and Total 
Self Score. Results of analysis of the subjects' pre/post test 
performance can be found in Tables 6 and Figures 6 and 7. Raw data for 
each subject can be found in Appendix VI. 
Table 6 shows the results of pre- and post-test performance 
presented as a percentage of the total possible score for individual 
subjects on the four subscales and Total Self-score of the Coopersmith 
Self-Esteem Scales. The total Lie Scale score for each individual 
subject was 2 or below indicating that test questions elicited true 
responses from the subjects (Coopersmith, 1987). 
Maximum possible score for each subscale and Total-Self score is 
100. 
Table 6 can be analyzed as follows: Subjects A, B, C and D show 
post treatment increases in Total Self-Esteem scores and one subject (E) 
showed no change. The rate of pre/post-test change for individual 
subjects was dependent upon the particular subscale being analyzed. The 
School-Academic subscale score, showed the greatest percentage change 
for individual subjects. 
The pre/post test results for individual subjects on 
School-Academic subscales of the SEI are presented in Figure 6. 
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Table 6 
Results of Pre/Post Scores on the 
Coopersmith Self-Esteem Inventory Table 
as a Percentage of the Total Possible Score 
Subjects' Pre/Post Test Scores 
A B C D E 
General Self 65/65 58/84 84/84 58/77 85/80 
Social Self 88/88 88/100 63/100 63/100 100/100 
Home-Parents 38/63 100/100 50/100 100/100 100/100 
School-Academic 25/50 75/ 75 25/ 75 25/ 75 88/100 
Total Self 58/66 72/ 80 52/ 88 74/ 88 74/ 74 
Data in Figure 6 reflect the percentage of pre/posttest changes on 
the School-Academic subscales of the SEI across subbjects as follows: 
Subjects C and D achieved a difference in subscale scores of 200% 
respectively, and showed the greatest pre/posttest score increase. 
Subject A showed a pre/post test increase of 100%. Subject E showed a 
pre/post difference of 14%. Subject B showed no pre/post test 
difference. 
Null Hypothesis. (School and Academic subscales). There was a 
difference between treatment and no treatment conditions for subjects A, 
C, D and E on measures of School-Academic self-esteem using the 
Coopersmith Self-Esteem Inventories (1987), thus rejecting the null 
hypothesis. 
Null Hypothesis. (School and Academic subscales). There was no 
difference between treatment and no treatment conditions for subject B 
on measures of school and academic self-esteem using the Coopersmith 
Self-Esteem Inventories (1987). 
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Null Hypothesis. (School and Academic subscales). There was a 
difference between treatment and no treatment conditions for subjects A, 
C, D and E on measures of School-Academic self-esteem using the 
Coopersmith Self-Esteem Inventories (1987), thus rejecting the null 
hypothesis. 
Null Hypothesis. (School and Academic subscales). There was no 
difference between treatment and no treatment conditions for subject B 
on measures of school and academic self-esteem using the Coopersmith 
Self-Esteem Inventories (1987). 
Table 7 presents the percentage of pre/post test change across 
subjects for measures of Total Self-Esteem. 
The following results are obtained for the subjects A, B, C, D and 
E on the Coopersmith Self-Esteem Inventory (1987). 
Null Hypothesis. There was a difference between treatment and no 
treatment conditions for subjects A, B, C, and D on measures of Total 
Self-Esteem using the Coopersmith Self-Esteem Inventories (1987), thus 
rejecting the null hypothesis. 
Null Hypothesis. There was no difference between treatment and no 
treatment conditions for subject E on measures of Total Self-Esteem 
using the Coopersmith Self-Esteem Inventories. 
The mean percentage of change from pre- to posttest for the group 
of five subjects on the four subscales, and Total Self Score of the 
Coopersmith Self-Esteem Inventory is presented in Figure 7. 
Analysis of the data presented in Figure 3 reveals that the 
School-Academic subscale shows the greatest positive group change, (X 
change - 58%). The Home-Parent subscale shows a mean change of 30%. The 
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Table 7 
Pre/Posttest Percentage of Change Across Subjects 
on the Total Self Score of the 
Coopersmith Self-Esteem Scales 
Subjects' Pre/Posttest Percentage of Change 
A B C D E 
14% 11% 69% 19% no change 
General Subscale shows a mean 12% change. The mean Social subscale 
reflects the least change at 1%. The mean Total Self score showed a 
change of 20%. 
Knowledge of Learning Disabilities 
The subjects participated in pre/post-test measures of the Kernan 
Learning Disabilities Inventory (KLDI). Of interest were results of 
pre/post-test scores for each subject. The results of the subjects' 
individual pre/post-test scores for the KLDI are presented in Figure 8. 
Raw data for the subjects' performance on the KLDI can be found in 
Appendix VIII. 
An analysis of the results of the subjects' pre/post-test scores 
on the Kernan Learning Disabilities Inventory in Figure 8 showed that 
all subjects improved their performance on posttest measures of the 
Inventory. The percentage of change from pre- to posttest for 
individual subjects is presented in Table 8. 
Analysis of the data in Table 8 shows subject C as obtaining the 
greatest percentage of change at 261%, while subject D shows the least 
amount of change at 91%. The percentage of difference between the 
subject who showed the greatest change in posttest scores and the 
subject who showed the least change was 170 percentage points. 
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Kernan Learning Disabilities Inventory Pre and Post Test Percentage 
Scores 
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Table 8 
Percentage of Pre/Post Test Change on the Kernan Learning 
Disabilities Inventory for Individual Subjects 
1. Subject A =» 122% 
2. Subject B - 114% 
3. Subject C - 261% 
4. Subject D - 91% 
5. Subject E - 103% 
The following were obtained from of data in Table 8. 
Null Hypothesis. For Subjects A, B, C, D and E, there was a 
measurable difference between treatment and no treatment conditions for 
the subjects' performance on the Kernan Learning Disabilities Inventory, 
thus rejecting the null hypothesis. 
Conclusion 
The experiment generated several individual and group results, 
which support the treatment effects of specific declarative knowledge 
about learning disabilities on self-concept. Results differed for 
individual subjects depending on which subscale was being analyzed, and 
further discussion of the results is indicated. 
Using criterion measures, results of the present study supported 
an assumption of the experimenter that learning-disabled juvenile 
delinquent subjects are able to comprehend and apply knowledge about 
learning disabilities if taught to do so. The effects of training for 
individual subjects warrants further discussion. 
Two continuous measures were employed to assess achievement- 
related behavior. The experiment failed to note any significant 
treatment effects for individual subjects on measures of task 
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persistence. The performance of one subject showed a significant 
treatment effect on measures of subject productivity. The results for 
continuous measures deserve some discussion both for their implications 
for treatment selection and for the construction of measurement tasks. 
123 
CHAPTER V 
DISCUSSION 
Introduction 
The purpose of this research study was to examine whether the 
receipt of specific declarative knowledge about learning disabilities 
would affect the academic achievement related behaviors, self-concept 
and knowledge of learning disabilities of five learning-disabled 
juvenile delinquents. The results of the study have generated further 
questions which are associated with the effects of treatment on the 
subjects' performance. Additional questions that could become the focus 
of further research in the area were generated. Within this chapter, 
discussion is focused upon the statistically-significant individual 
treatment results and descriptive statistics which warrant presentation. 
The results are presented in four sections: knowledge of learning 
disabilities; performance across training sessions, achievement- 
motivated behaviors and self-concept. 
The answers to the questions posed by the study should be treated 
cautiously because of the design limits within the experiment, and 
because of the continuing debate regarding appropriate statistical 
analysis for single subject design. 
Knowledge of Learning Disabilities 
The author was interested in whether the subjects could comprehend 
detailed information about learning disabilities. The first requirement 
of the study was to be able to show whether or not the subjects had 
understood the information in the training sessions and demonstrated the 
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ability to apply such knowledge. If the subjects did show intellectual 
mastery of the content of the training sessions, it seemed reasonable to 
suppose such knowledge could impact the subject's self-concept and 
achievement-related behavior (Personal data used in post hoc analysis of 
experimental results can be found by subject in Appendix VI). 
The subjects' pre/post treatment scores on the Kernan Learning 
Disabilities Inventory (KLDI) show a large positive difference between 
no treatment and treatment conditioned across subjects. Some earlier 
research has shown learning- disabled individuals do not evidence the 
ability to utilize higher processing skills requiring the use of 
metacognitive abilities (Reid, Knight-Arest, and Hresko, 1981). Results 
suggest that all of the subjects were able to understand the material 
presented in the training sessions as measured by a criterion test (the 
KLDI). Improvements in scores on the KLDI seem to support an 
assumption of the present study that learning-disabled delinquents 
possess the capacity for using cognitive and metacognitive abilities if 
taught to do so. The findings of the present experiment are consistent 
with more recent theory and research asserting the potential of 
metacognitive abilities in learning-disabled students (Wong, 1986) and 
research which shows learning-disabled students benefit from 
metacognitive strategies in learning contexts (Reid and Stone, 1991; 
Palinscar, 1990). 
Comparison of Pretest Performance on the KLDI. There was a 
difference in the pretest performance on the KLDI across subjects. The 
total possible raw score on the KLDI was 65. No subject scored below 18 
on the pretest of the KLDI. Subject D obtained the highest pretest score 
of 32 on the KLDI. The higher pretest score for subject D may initially 
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suggest that he was more informed about learning disabilities at the 
outset of training. However, all of the subjects had been asked prior to 
the training if they had received information about learning 
disabilities in the past, and all subjects had said they had received no 
prior information. A post hoc analysis of subject D's psychoeducational 
evaluation revealed that he had obtained a full scale IQ score which was 
nine points higher than any of the other subjects. Subject D was also 
the only subject to score in the "average range" on the Clinical Test of 
Language Fundamentals. The KLDI required the subjects to use language 
arts skills. The possession of a higher IQ score and a more developed 
language ability would have been likely to affect pretest scores 
The variability in the pretest scores of the subjects may also be 
explained by reasons such as test anxiety and apprehension regarding 
unfamiliar performance contexts, both of which have been shown to 
significantly affect performance (Milkiness, Kedem and Paz, 1990). 
Percentage of Pre/Posttest Change on the KLDI. Results of post¬ 
test measures on the KLDI were as follows: subject A showed a 122% 
pre/posttest gain; subject B showed a 114% gain; subject C showed the 
strongest pre/post test gain of 261%; subject D showed a 91% gain, and 
Subject E showed a gain of 103%. Both subject D and C achieved 100% on 
the post test of the KLDI. 
Although there was some difference in aptitude between subjects 
(see Appendix VI, Personal Data for Subjects), differences in aptitude 
did not seem to be treatment gains. The percentage of pre/posttest 
change for individual subjects reveals that all subjects benefited from 
treatment using a pre/post test comparison (see this study Chapter IV). 
The treatment gains across subjects would seem to be supported by the 
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research of Swanson (1990), who found that improvement in the use of 
metacognitve skills following training was relatively independent of 
aptitude. 
Age as a Factor of Treatment Effects. An explanation of the 
higher posttest scores for subjects C and D may be related to their 
relatively younger ages, and their more recent admission to the research 
setting. A post hoc analysis of the personal data for subjects C and D 
showed them to be younger by at least eighteen months when their age was 
compared to the next youngest subject. Subjects C and D may have been 
more amenable to treatment because they had spent less time in 
adjudicated settings, and perhaps may have been less resistant and more 
amenable to treatment affects. 
Results of the present study suggesting age is a significant 
factor in treatment effects is corroborated by research which has shown 
that that age is related to the frequency of delinquent offences 
committed by adolescents. The rate of delinquency increases as 
adolescents get older. Ages sixteen to nineteen mark the period during 
which delinquent acts are most frequently adjudicated (Empey and 
Stafford, 1991). 
The frequency of recidivism for an individual also seems to be 
related to the power of treatment effects. The higher the rate of 
recidivism for an individual, the more one assumes the ineffectiveness 
of rehabitative efforts; thus the more resistant the delinquent may be 
described (Kazdin, 1985) . Older delinquents may be more resistant 
because they are more aligned with the norms of delinquent subculture 
(West and Farrington, 1977; Cartwright, 1975). Research has also shown 
that repeated acts of delinquency can increase certain dimensions of 
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self-concept. The higher the rate of delinquent behavior the more 
delinquents seem to draw their social and general self-esteem from the 
approval of delinquent peers (Leung and Sing, 1989). 
Although all subjects had a protracted history of juvenile crime, 
subjects C and D had not been in the justice system as long as the older 
subjects, and they had also not been adjudicated at the research 
facility as long as the other subjects. Thus, the positive treatment 
effects for subjects D, and C may have been related to their age and 
relatively less - frequent adjudicated history, resulting in less 
dependency on delinquent norms for sustaining self concept. 
Ceiling Effects of the KLDI. The use of percentage of 
Pre/posttest difference on the KLDI as a measure of comparison of 
treatment effects across subjects should be used with caution. The KLDI 
provides a ceiling to the possible scores of the subjects; thus, for 
subject D who achieved one of the highest pretest scores, the percentage 
of pre/post test gain appears lower at 91% than the other subjects even 
though subject D scored 100% on the posttest. The pre/post test 
comparison of scores on the KLDI is more useful when used to evaluate in 
tra-subject change. 
Training Methodology and Results for Training Sessions. The 
training sessions used a variety of materials, including film and 
simulation exercises to present the knowledge of learning disabilities. 
Although it was not a primary focus of the present study, the 
performance of the subjects in the training may have been affected by 
the structure of the training sessions and by the content of the 
training material itself (see analysis of sessions in this chapter). A 
post hoc analysis of individual performance and performance across 
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subjects for each sessions (one--nine) was undertaken in an attempt to 
provide useful additional data. 
The questions on the KLDI were keyed to the various training 
sessions one--nine, analysis of the subjects' performance as a group was 
calculated for individual sessions one--nine. The mean percentage of 
change for the group of subjects between pre/post test measures of the 
KLDI for sessions one--nine (sessions eight and nine were collapsed into 
one result represented by 8/9) is presented in Fig 4. 
Analysis of the data in Fig 4 shows that the greatest mean 
percentage of change between pre- and posttest scores occurred for 
sessions four (204%), five (185%) and eight/nine (200%). 
Session Eight/Nine. The group means for session 8/9 may have been 
higher because Session 8/9 related to the most recent information 
presented in the training sessions, and may have been the easiest for 
the subjects' recall. Session 8/9 also addressed the subjects' specific 
learning disability and personal diagnostic data. Research has shown 
that motivation in learning contexts is related to the value of the 
material (Resnick, 1989). Therefor, providing subjects with information 
about the personal cognitive potential to achieve may also have held 
the interest of subjects for self-enhancing reasons (Covington, 1985; 
Kaplan, 1975). 
Session Four. Session Four. Session Four was regarded by the 
review panel as one of the most difficult incorporated in the training 
program and presented more material than other sessions. The group of 
subjects achieved the greatest mean percentage of change on pre/post 
test measures on Session Four, which provides additional support for the 
assertion that learning-disabled delinquents may indeed understand and 
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apply knowledge requiring the use of metacognitive cognitive skills 
(Swanson, 1990; Rothaizer, 1981). 
Session Five. The mean percentage of pre/posttest change was also 
higher for Session Five. Session Five presents information about the 
varieties of memory used in processing and recalling information and 
provides simulation exercises for visual processing and motor 
integration difficulties that may affect a learning-disabled individual. 
Session Five also identifies famous people from history and the present 
day who have achieved despite having a learning disability. 
Session Five may also have engaged the subjects because of the 
simulation activities in which they participated. Simulation activities 
employed the use of paper and pencil tasks and required the use of fine 
motor and visual perceptual skills. Some research has shown learning to 
be more effectively accomplished when subjects actively participate 
(Palincsar and Brown, 1984; Reid and Stone, 1991; Wallace and Kauffman 
1986). However, the assumption of more effective learning as a result 
of the use of simulation activities is not supported across sessions. 
The lowest pre/post test percentage change occurred for Session Seven, 
which also incorporated a simulation activity. 
Session Seven. Session Seven included information about the 
problems encountered with attention deficit disorder. The simulation 
activity involved a staged interruption of the sessions by various noise 
distractions. The requirement was to continue to work despite the 
distractions. Attempts to distract the subjects' concentration may have 
been effective enough to compromise their ability to attend for the rest 
of the session. 
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Although the training was successful overall for each subject 
across sessions, the results of a post hoc analysis for individual 
sessions seems to provide some conflicting information about what works 
in terms of training methodology. Data collected on sessions using 
similar techniques is inconsistent; for example, simulation activities 
seem to have been used effectively in session Five, but were apparently 
less effectively employed in sessions Seven (session Seven showed the 
lowest mean percentage of pre/posttest for the group of subjects). More 
review of the effects of training methodology as constructed for 
individual sessions would be helpful in determining the most effective 
method for conveying information. 
Achievement-Related Behaviors: Task Persistence and Subject Productivity 
The study was designed to measure whether the subjects' 
participation in training sessions would affect the subjects' motivation 
to "task persistence" behavior in mathematics classes. The subjects were 
required to work independently without teacher assistance on a set of 
mathematics work sheets prepared at their math mastery level (mastery 
was set as the level of math problems that the subjects could be 
expected to solve independently without instructional assistance). At 
the end of twenty minutes, the subjects stopped working. Their 
performance was evaluated through observation for the frequency of their 
achievement-motivated behaviors as reflected by task-persistence 
behavior and for subject productivity (defined as the number of math 
problems subjects had attempted during each math class). 
Task Persistence. The results of this study did not show any 
statistically significant treatment effect for any subject on selected 
measures of task-persistence which suggests that the treatment was 
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ineffective in influencing task persistence behaviors. The 
ineffectiveness of treatment for measures of achievement-related 
behaviors may have been related to the content of the information, the 
training method, measurement procedures, and/or, the influence of the 
experimenter (see Chapter III of this study for a full discussion of 
research limitations). 
Recent research by Craven, Marsh and Debus, 1991), also failed to 
provide evidence for treatment effects on achievement related behaviors 
using post-test measures of achievement test scores. Craven, et al., 
(1991) argue the need for a "time lag" before achievement-related 
behaviors are measured on the basis that the benefits of an intervention 
may require more time to be internalized to affect the subject's 
achievement behaviors. Such an argument is not easily applied to the 
present experiment because of the use continuous measures over a six- 
week period. Measurements taken through time would be likely to 
accommodate the time requirements identified by Craven, et al. (1991). 
Academic Settings and Achievement Behaviors. There may have been 
other factors that combine to influence the lack of results for 
achievement-related behaviors. 
The low power of treatment effects for the present study may, in 
part, be a function of the construction of the measurement task. Current 
research suggests that motivation to engage in a goal is related to an 
individual's evaluation of its worthiness (Resnick, 1989). In order to 
pursue something in a motivated way, and individual must be able to 
value the goal (Feather, 1982); therefore, it is possible that the 
treatment effects were absent from the achievement context defined by 
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the study because the subjects' achievement motivation was not expressed 
in the performance contexts of a mathematics lesson. 
Using academic performance contexts to measure achievement 
behaviors in adolescence may be less effective because academic 
achievement may no longer be valued as a personal way of evidencing 
one's ability. Although it is not clear from the research how academic 
achievement is valued as a socially acceptable goal by delinquents, it 
would be reasonable to argue that, since adjudicated delinquents 
frequently don't return to participate in community school (Pink, 1984) 
and have a history of truancy and "dropout" behavior (Haberman and 
Quinn, 1979; West and Farrington, 1977), they may not value personal 
achievement in academic contexts. Thus, using academic contexts to 
measure achievement-related behaviors may not be useful. 
The present study also produced results that may support an 
alternative interpretation than the supposition that learning-disabled 
delinquents are probably unmotivated in academic settings. A post hoc 
analysis of the total amount of time spent "on task" as a percentage of 
available time across subjects for the first baseline period was as 
follows: Subject A = 89.5%; Subject B - 79%; Subject C = 70%; Subject D 
= 88%; subject E = 88%. It is likely that the treatment effect on "task 
persistent" behavior for at least four of the five subjects was 
significantly different due to a ceiling effect. That is, prior to the 
experimental treatment, the percent of task persistent behavior was 
already highly elevated (A = 89%; D - 88%; E =• 88%; B - 79%). 
Consequently, it is unlikely that any treatment could have achieved a 
significant difference on task persistent behavior. 
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The relatively high rate of task persistence behavior for 
learning-disabled adolescent delinquents prior to treatment may be 
contrasted with some literature which suggests that delinquents 
generally exhibit low motivation in academic achievement contexts 
(Thilagaraj, 1984), and learning-disabled individuals are less task 
persistence than non-disabled peers (Ayres, Coolie and Dunn, 1990). The 
assumption that juvenile delinquents generally do not return to 
community school settings because they are not motivated towards 
academic achievement may not be valid. 
Some delinquents may be unmotivated to achieve in academic 
performance contexts; however, it may be that learning-disabled 
delinquents are motivated once the environment reinforces their 
participation. For learning-disabled juvenile delinquents, recidivism 
may, in part, be the result of the failure to support the positive 
effects of rehabilitative efforts in future settings. Research has 
documented the lack of transitional programing for delinquent youth 
youth (Webb and Maddox, 1986). Such a conclusion is consistent with 
research which has found the permanence of attributional training 
through time is related to the extent that it is reinforced in future 
settings (Ames and Felkner, 1979). 
More research is needed to determine if elevated levels of task 
persistence in academic contexts are common to all incarcerated 
adolescent delinquents participating in educational programs, or whether 
achievement-related behaviors are greater for learning-disabled 
students. Such information may also help clarify the impact of the 
institution on the behavior of subjects. 
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Changes in Causal Attributions. The present experiment was based 
upon theory from Weiner's (1972; 1976; 1986) causal attributional model 
which stresses the stability of causal attributions for success and 
failure, and research which asserts the potential power of ability 
feedback, especially for older subjects (Peterson, 1989). Since the 
majority of results for achievement-related behaviors in the present 
study were not significant, it was not possible to compare the 
effectiveness of providing information for causal ascriptions of ability 
(used in the present study) versus effort feedback (used in Schunk's 
1981; 1982; and 1983 studies) for academic achievement- related 
behaviors. 
Lens and Decruyenaere (1991) argue, that students who are 
successful in accomplishing learning tasks do not all experience the 
same motivational impetus sustaining learning. Without the use of 
attributional scales, one may merely infer the possibility of 
attributional change as evidenced by an increase in achievement- 
motivated behaviors. 
Current research does not provide an explanation for the exact 
nature of the relationship between causal attributions and subsequent 
motivational behavior, even with evidence of attributional change. 
Peterson's 1989 study, which used an attributional scale, indicated that 
changes in achievement-motivated behaviors were not supported by changes 
in causal attributions. 
The question remains as to what the implications off the beliefs 
in one's potential to succeed academically mean in terms of behavior 
changes for learning-disabled delinquents. Within incarcerated settings 
with compulsory school programs, a better evaluation of treatment 
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effects may be ascertained by reviewing the subject's behaviors across a 
broader spectrum of achievement-related behaviors. For example, 
achievement motivation may also be seen in such behaviors as more 
willingness to comply with homework assignments, timeliness to classes, 
attendance in classes, a decrease in acting out behavior in classes, 
involvement in classroom activities, and responsiveness to the teachers' 
questions. 
Subject Productivity (number of problems attempted). Analysis of 
the data revealed that subjects A, B, C and D showed no statistically- 
significant treatment effects on measures of task productivity. Subject 
E did show a statistically-significant response to treatment. 
The successful treatment effect for subject E may indicate the 
suitability of cognitive training focused on learning disabilities as an 
effective methodology for changing achievement-related behavior. 
Although differing from the present study in its intent (which was the 
effect of specific attributional retraining procedures), the research of 
Perterson (1989) did show significant intra-subject treatment effects on 
pre/posttest measures of the effects of ability feedback on arithmetic 
task persistence (defined as the number of problems attempted). Since 
both studies used incarcerated adolescent delinquents as subjects, the 
significant treatment effects obtained for subject E and for the 
subjects in Perterson's (1989) study may indicate the suitability of the 
measurement task (number of problems attempted) to evaluate treatment 
effects as manifested by achievement related behavior. 
The lack of significant treatment effects for the other subjects 
may be partially explained by a post hoc analysis of Subject E s 
performance. Subject E was the only subject whose participation was not 
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interrupted by absences, and his self-concept score was the most stable 
by pre- and posttest comparison. Therefore, subject E may have been less 
affected by external influences (either interpersonal or environmental) 
which may have affected the performance of the other subjects. 
Rotter (1966) suggests that the ability of an individual to 
perform despite the external conditions into which he/she is placed is 
related to "locus of control." Locus of control seems to play an 
important mediating role in the effects of treatment and rate of 
recidivism for adolescent delinquents (Genstil, 1981). Delinquents 
typically exhibit an external locus of control, and thus, reference 
external factors as the causes of life events (Cole and Kumchy, 1981). 
Research also suggests, however, that locus of control may not be fixed 
across all delinquents (Livingston, 1986). Perhaps, a significant 
variable affecting the successful treatment effects for subject E was 
Locus of control. There seems to be a need to more precisely identify 
locus of control of subjects before evaluating treatment effects upon 
achievement-motivated behavior. 
Another factor that may be partly responsible for significant 
treatment effects evidenced by subject E may be the subject's math 
ability. Although none of the subjects were identified as having a 
specific mathematics disability, a post hoc analysis of the standardized 
math scores across subjects revealed that subject E (although he was not 
the oldest subject) had obtained the highest total test score on the Key 
Math Test (which measures a subject's mathematics ability across a 
variety of mathematics skills). 
The present experimenter attempted to neutralize the relative math 
ability of the subjects by ensuring that individual subjects performed 
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selected mathematics tasks at their individual math mastery level. 
However, subject E's higher standardized math score could suggest that 
he may have been initially more motivated to perform in the area of 
mathematics because of factors related to task ease. Research has shown 
that self-efficacy perceptions (feeling competent to accomplish a task) 
are related to the subject's increased willingness to persist on a task 
(Multon, Brown and Lent, 1991). 
Self Concept 
The present experimenter was interested in the effect of treatment 
upon the subjects' self-concept, as assessed by pre/post measures of the 
Coopersmith Self-Concept Inventories (CSEI) (Coopersmith, 1987). For 
individual subjects, and across subjects, the results suggest that the 
treatment had a direct positive effect upon the school and academic 
self-concept of four of the five subjects. The experimental intervention 
was directed towards the subjects' causal ascriptions of their cognitive 
potential to succeed academically. The post hoc analysis of results for 
subjects A, and an analysis of results for subjects B, D, and E shows 
treatment effects primarily impacted the School-Academic subscales of 
measures of self-esteem. Since the intervention was directed towards 
causal ascriptions of academic and cognitive ability, results seems to 
support the perspective of self-concept as multidimensional, and the 
relative independence of dimensions with respect to intervention effects 
(Marsh, Cairns, Relich, and Debus, 1984). 
The mean percentage of change across subjects for other subscales 
of the Coopersmith Self-esteem Inventories was as follows: General Self 
— 12% change; Social Self — 1% change; Home Subscale — 30% change, and 
Total Self-Worth = 20% change. 
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Home-Parent Subscale. Athough it appears from a review of the 
mean percentage change across subjects that the Home-Parents subscale 
scores reflected a modest change (X - 30%), the mean percentage change 
can be explained exclusively by the scores of subjects A and C. 
Subject A showed a 67% change on the Home-Parent subscales. A post 
hoc analysis of factors affecting subject A during the training period 
revealed information about the conclusion of adoption proceedings 
placing subject A permanently with his foster parent as an "adopted" 
son. The adoption may have impacted subject A's self-esteem for home-and 
parent-related factors and may account for the positive changes in 
measures of the Home-Parents subscale. 
Subject C showed the greatest change of 100% on the Home-Parent 
subscale. A post hoc analysis of factors unrelated to treatment that may 
have affected the subject's self-concept during the training period did 
not reveal information that may account for the positive change on 
measures of the Home-Parent subscale. Bryan (1986) asserts that 
maladaptive beliefs about self may provoke a "reactive chain" of 
responses across academic and social settings. Craske (1988) argues that 
individuals construct self-worth differently. Subject C's scores on 
posttest measures of the School-Academic subscales increased by 200% 
(which was the highest score obtained by the group of subjects) suggests 
the treatment may have had a more powerful effect than for other 
subjects. It may be that, for some individuals such as subject C, the 
greater power of treatment resulted in changes across more than one 
dimension of self concept, and thus the School-Parent subscale was also 
affected. 
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Subjects B, D and E achieved the maximum Home-Parent subscale 
score on both pretest and posttest measures of self-esteem; therefore, 
pre/posttest percentage change scores for subjects B, D and E showed no 
change. Some research suggests that identification with a delinquent 
role can be self-enhancing for individuals (Kaplan, 1975). 
It is not clear from an analysis of results of the present study 
why some individuals may be more responsive to treatment effects across 
more than one dimension of self- concept, or whether treatment effects 
across more than one dimension suggest less centrality of a delinquent 
role identity for subjects. With regard to the present study, further 
analysis of factors present for subjects during treatment such as the 
number of parental visits and the extent of communication (e.g. letters 
and phone calls) with home may be helpful in determining the extent of 
treatment effects across different dimensions of self concept. 
Review of the nature of home and parent factors may also help to explain 
how subjects B, D and E scored at the highest maximum score for the 
Home-Parent subscale on both the pretest and posttest of self-esteem 
measures. 
Individual School-Academic Subscale Scores. Analysis of the 
results for the School-Academic subscales showed that Subjects C and D 
achieved a difference in subscale scores of 200% respectively; subject A 
showed a pre/post test increase of 100%.; Subject E showed a pre/post 
difference of 14%; subject B showed no pre/posttest difference. A 
comparison of pre/posttest scores identified subjects A, B, C and E as 
increasing their scores on school and academic measure of the CSEI. 
Three subjects, A, C and D, showed a large change in their scores, and 
one subject, B showed no change. Beliefs about ones's ability to be 
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competent at a task have a significant effect upon performance (Multon, 
Brown and Lent, 1990). Low self-concept is frequently exhibited in 
conjunction with a position of learned helplessness. Although 
corroborating evidence is not available for continuous performance 
measures, the fact that four of the five subjects increased academic 
self-concept scores suggests that the treatment may affect future 
academic achievement-related behavior. 
There is one form of the Coopersmith Self-Esteem Inventory which 
was used as a pre/posttest measure. It seems unlikely that pre/posttest 
increases for subjects were related to the "practice effect" of 
repeating the test, since the most noticeable increases were primarily 
confined to the school and academic subscales of the CSEI. If the 
subjects' performance had improved because of repeating the test, one 
would have expected to see improvements across all subscale scores. 
Subjects D and C showed the greatest pre/posttest change on the 
School-Academic subscales of the CSEI. A post hoc analysis of subjects D 
and C revealed that they also achieved the highest posttest scores on 
the Kernan Learning Disabilities Inventory and were younger by at least 
eighteen months than the other subjects. Research suggest that 
attributions and self-concept are developmentally bound (Skinner, 1990) 
and that they are less stable and more amenable to change at younger 
ages (up until early adolescence) (Nicholls, 1979). Since the younger 
subjects were more responsive to treatment than other subjects, the 
present experimental results could be viewed as supporting developmental 
age as a mediating variable in treatment effects for self concept. 
Subject A achieved a pre/posttest change of 100% on the 
School-Academic subscales of the CSEI. Treatment effects for subject A 
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may be partially explained by a review of his concerns about his 
ability. During an informal conversation at the beginning of the 
research project, Subject A complained that most people thought he was 
retarded. No other subject outwardly expressed concerns about the 
perceptions of others. It is possible that information which reinforced 
Subject A's cognitive potential impacted the dependent measure of 
school-related self-concept because of subject A's stronger initial 
concerns regarding his lack of ability. It is likely that subject A 
found the treatment self-enhancing, in light of his expressed fears 
about retardation, and he may have ascribed value to information 
asserting his adequate cognitive ability and potential to succeed. Thus, 
the treatment effects for subject A could be viewed as supportive of 
self-concept theory which asserts the power of self-concept-enhancing 
experiences (Covington 1984; Strube and Roemmele, 1985). 
The experimental intervention did not affect the self-concept of 
all subjects. Subject B seemed the least responsive to training, since 
his school and academic score on the CSEI remained unchanged. A post hoc 
analysis showed subject B to have the highest absence from training due 
to disciplinary problems; he was also adjudicated for a more serious 
offense than any of the other subjects. Research suggests a high 
frequency of delinquent behavior results in an increased alliance with 
delinquent peers and a more positive self-concept for social and 
physical ability (Leung and Sing, 1989). Subject B may have been more 
resistant to the positive effects of training because of his greater 
identification with delinquency. 
Since the treatment in the present experiment was not paired with 
an achievement context, it may be possible to view the effects of 
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treatment as supportive of March (1990) who asserts that changes in 
academic self-concept are "causally related to changes in achievement"; 
however, while the treatment may not have been designed to replicate an 
achievement context, progression through the course of training may have 
represented an achievement context to the subjects. 
Results of the present experiment cannot be viewed as refuting 
investigations which assert that increased self-esteem is not causal to 
achievement (Shrier and Krout, 1979). 
Summary and Conclusions 
The present experiment was designed to examine the effects of 
knowledge of learning disabilities for five learning-disabled juvenile 
delinquents. Of particular interest was the subjects' ability to 
understand information about learning disabilities, and the effects of 
treatment on the subjects' self-concept, "task persistence" behavior and 
"productivity". The results of treatment have implications for the 
broader problem of reconnecting adolescent delinquents with community 
schools upon their release from incarcerated settings. 
Research has generally confirmed that the majority of both 
learning-disabled adolescents (Blackorby, Edgar and Kortering, 1991) and 
adolescent delinquents drop out of school (Haberman and Quinn, 1986). 
It has been determined that many delinquents are suffering from 
educational deficits and that many of these deficits may be the result 
of learning disabilities. The number of learning-disabled delinquents in 
adjudicated populations has been estimated at between 9% and 35%. There 
is increasing evidence that learning-disabled students are represented 
as a distinctive subgroup within delinquent populations. 
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Within community school settings, learning-disabled students are 
recognized as possessing unique educational needs. Such students require 
programs which incorporate a recognition of their cognitive abilities 
and support students' access to educational opportunities through the 
use of educational modifications. Learning-disabled students present a 
particular emotional profile which includes low academic self-concept, 
low perceptions of self-efficacy and a position of learned helplessness. 
As a group, delinquents are not homogenous, and research suggests 
delinquency may incorporate a variety of subgroups including the 
mentally retarded, emotionally disturbed, mentally ill, learning- 
disabled and others. It may not be possible or appropriate to 
incorporate educational rehabilitative efforts for all delinquents; 
however, the average or above-average cognitive abilities of learning- 
disabled adolescent delinquents and their potential to achieve 
academically with appropriate special educational support may make them 
suitable candidates for a rehabilitative focus which incorporates 
academic learning. 
Delinquents may disinvest themselves of involvement in education 
for many reasons. While juvenile delinquency is associated with many 
causal variables, delinquency research consistently identifies that the 
weaker attachment to school, the greater the delinquent behavior; the 
poorer the academic achievement, the greater the delinquent behavior; 
the weaker the commitment to conventional means for success, the greater 
the delinquent behavior (Empey and Stafford, 1991). Any intervention 
which facilitates a positive attitude towards academic ability and 
potential to learn may contribute to a stronger attachment to school and 
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involvement in academic learning, thus decreasing school dropout 
behavior which is a major corollate of delinquency. 
The attributions that delinquents make about their reasons for 
failure in school may be a critical variable with regard to their 
willingness to reengage in the educational process and rejoin community 
schools. There is little available research on learning-disabled 
delinquent population, but it continues to seem reasonable to infer that 
learning-disabled adolescent delinquents have probably incorporated 
incorrect causal attributions related to their previous failure in 
academic settings. Such attributions may be sustaining their lack of 
motivation in achievement contexts. 
The process of developing causal attributions is complex, and it 
is likely that other interrelated factors such as poor academic self- 
concept and the identification with delinquent role identity, as well as 
the experience of the ineffectiveness of effort ascriptions leading to a 
position of learning helplessness, have combined to influence the 
learning-disabled delinquent's lack of participation in academic 
learning. 
Given learning-disabled adolescent delinquents' educational 
history, which frequently includes truancy and lack of academic 
performance, an initial concern for the present study was whether or not 
learning-disabled delinquents could understand and apply knowledge about 
learning disabilities. The positive gains for all subjects on the Kernan 
Learning Disabilities Inventory indicated that learning-disabled 
juvenile delinquents who are functioning significantly below grade level 
are able to understand complex material about learning disabilities when 
delivered at their reading comprehension level (fourth grade or above) 
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using a metacognitive focus and training methodology employing a variety 
of strategies (See Appendix A for the Research Guide to Training 
Sessions). However, caution should be used in the interpretation of 
pre/posttest results, since higher posttest scores may also reflect the 
"practice effect" of repeating the same form of the Kernan Learning 
Disabilities Inventory. 
Learning disabled juvenile delinquents have frequently proved 
resistant to interventions in whatever form they are delivered (Kazdin, 
1986). It was not clear at the outset of treatment that subjects would 
be responsive to an intervention based upon providing knowledge about 
learning disabilities and cognitive potential. The positive gains on the 
posttest of the Kernan Learning Disabilities Inventory and the increases 
of four of the five subjects on school and academic subscale 
self-concept scores may suggest that learning-disabled adolescent 
delinquents did find the course of treatment self-enhancing. Such a 
result is supported by research which finds that individuals will 
incorporate factors that support a positive self-concept (Covington, 
1979; 1984). It could be concluded that the treatment focus of providing 
information about cognitive ability and potential to learn is of some 
interest even for learning-disabled juvenile delinquents who have a 
history of truancy and lack of participation in school. 
There continues to be some debate about whether self- concept 
change is causal to achievement motivation, (Marsh, 1990; Sheirer and 
Krout, 1979). Some research has shown that improvements in self-concept 
do not reliably predict program completion or success for subjects 
(Pinkney and Shears, 1987; Wasmond, 1980); however, self-concept is 
generally considered within the literature to be importantly 
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intertwined with the attribution process (Bandura, 1977a; Covington, 
1984; Weiner, 1979). High self-concept scores have been positively 
correlated with high achievement (Craske, 1988). Changes in self-concept 
warrant discussion in terms of the possible implications of such change 
for other constructs. 
Results of the present study showed clear evidence of treatment 
effects for measures of self-concept. In particular, the 
School-Academic subscales of the Coopersmith Self-esteem Inventories 
(1987) increased for four of the five subjects, which suggests that 
providing subjects with knowledge about learning disabilities, which 
includes reference to the subjects' cognitive ability and achievement 
potential, provoked positive changes in the subjects' opinion of 
themselves as academic learners. 
The question remains as to what the implications of the belief in 
one's potential to succeed academically mean in terms of behavioral 
changes for learning-disabled juvenile delinquents. It is not clear how 
the effects of treatment may affect adolescent delinquents' motivation 
to academic tasks. The present study was designed to enable inferences 
about the subjects' motivation based upon measures of the subjects' 
achievement-motivated behaviors (task persistence and productivity). It 
was not possible to address the implications of treatment for intrinsic 
motivation. A more comprehensive review of treatment may have been 
possible with the inclusion of a motivational scale administered pre and 
post treatment. 
It is not clear from the results of the present study if the lack 
of statistically significant change for measures of achievement 
motivation were due to the nature of treatment (training content and 
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training methodology), the influence of the experimenter, the 
measurement task or the characteristics of the population. Both 
Peterson's 1989 study, and the present experiment produced limited 
results in mathematics performance contexts. Increased mathematics 
performance may not be the best measure of achievement motivation for 
adolescent delinquents. Academic performance contexts in general may not 
be appropriate, because adolescent delinquents who have a history of 
academic failure may no longer value academic performance as a way of 
evidencing one's ability. 
An alternative explanation for the lack of results for measures of 
motivational behavior in achievement contexts may be related to the 
effects of the institution on the behavior of the subjects prior to 
treatment. The possible effects of the institution were not accounted 
for in the design of the present study and were unacknowledged in the 
Perterson, (1989) study. In the present study, four of the five subjects 
showed task persistence behaviors which were between 79% and 89% prior 
to treatment. It may have been difficult to show treatment effects on 
already elevated levels of response and may suggest that the academic 
performance contexts in the institutional setting was stimulating 
learning-disabled students' involvement in academic work. 
Academic achievement settings may be an appropriate setting to 
study the achievement-motivated behavior of learning-disabled students. 
A broader range of achievement-related behaviors may allow a better 
evaluation of treatment effects. More information is also needed to 
determine if the elevated levels of motivational behavior prior to 
treatment were common to all delinquents or restricted to learning- 
disabled delinquents. Such information would be helpful in determining 
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whether the cognitive abilities of learning-disabled delinquents 
rendered them more receptive to educational rehabilitation. 
The possible impact of the institution to affect the behavior of 
learning-disabled subjects may also suggest that "resistant" subjects 
are responsive to rehabilitative endeavors when they are delivered in 
restrictive settings. Recidivism may not only be the result of 
ineffective treatment programs, but may also be influenced by the need 
to support rehabilitative changes in future settings. Most subjects 
return to community schools from which they have been truant. There is 
little transitional support offered by the receiving community schools; 
therefore, it is difficult to evaluate the long-term effects of 
treatment. 
Analysis of results suggests that many different factors affect an 
individual's motivation to academic achievement. The importance of any 
one factor is likely to vary depending upon the subjects. Results of the 
present study support the existence of subgroups in delinquent 
populations. The present experiment selected learning disabilities to 
characterize the experimental population of adolescent delinquents, but 
it is likely that other factors such as locus of control, language 
ability and severity of offense may further condition treatment effects. 
A more selective review of population characteristics may provide better 
evidence of treatment results. 
When there are so many causal variables identified as related to 
delinquency, one may reasonably ask why the emphasis of an intervention 
should focus upon the potential for academic achievement. There may be 
many determinants of self-perception in addition to academic 
achievement; however, scholastic achievement has been recognized as 
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Implications for Future Research 
Because of the variability of factors that are tied to the 
construction of causal processes, it would seem important to include 
control groups in research on adolescent delinquent populations. 
It is not clear how treatment effects may be manifested in 
behavioral change for learning-disabled adolescent delinquents. The 
examination of treatment effects across a broader sample of behaviors 
including non-academic contexts may provide better evidence of the power 
of interventions. A useful measure of the effectiveness of treatment on 
achievement motivation of adolescent delinquents may be a longitudinal 
study including a review of the subjects' successful employment 
experiences; voluntary participation in training programs and in 
community; or night school courses and the subjects' future choice of 
delinquent behavior. 
An additional focus for longitudinal research would be examining 
the stability of treatment effects through time. Such evidence would 
prove useful in designing therapeutic and rehabilitative programs. 
The focus of treatment for the present study was providing 
information to the subjects about causal ability. One useful extension 
of the present study may be the inclusion of an attributional scale 
administered pre and post treatment. Such a measure would supply more 
information about whether changes in motivational behavior are tied to 
changes in causal attributions. 
Analysis of results for the present experiment suggest that there 
is a need to more effectively discriminate subgroups within adjudicated 
populations and evaluate the differential response of subgroups to 
treatment. Within the population of learning-disabled adolescent 
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delinquents this might include age, general aptitude, severity of 
language disability, locus of control, length of time in the 
incarcerated setting and severity of the offense. 
The examination of treatment effects for non-adjudicated learning- 
disabled children and youth would provide useful in ascertaining 
treatment effects across settings. Particularly relevant may be the 
effects of treatment for subjects who score high on measures of 
delinquency prediction. Such research might examine the power of 
treatment to affect future delinquency. 
Though appropriate to the present experimental setting, the choice 
of a single subject design limits the analysis of treatment effects. The 
treatment design could readily be applied to larger groups of subjects 
in less restrictive settings which may yield more significant treatment 
results. 
It is not clear to what degree the experimenter influenced the 
results of treatment. The personal characteristics of the experimenter 
and personal style of presenting the training material may have 
influenced treatment effects. Future research across experimenters may 
better determine experimenter bias. 
Analysis of results suggests that the age of subjects affected 
treatment results. Examination of treatment effects across different 
ages of children may indicate at what age treatment may be maximally 
beneficial. 
The training methodology incorporated a variety of training 
techniques. A review of the effects of training methodology across a 
larger population may provide information about what methods work best 
in conveying information. 
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Results suggests that the institution may have a major impact on 
the behavior of the subjects. There is a need to better determine the 
influence of the institution on the behavior of subjects prior to the 
use of interventions. An extension of such a review might include the 
examination of the effects of the institution for different sub¬ 
populations of delinquents, e.g. learning-disabled delinquents as 
compared to non-disabled delinquents. 
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APPENDIX A 
RESEARCH GUIDE TO TRAINING SESSIONS 
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Overview of Training Sessions 
SESSION ONE 
The first session asks the subjects to consider 
what the term "learning" means, and introduces the 
concept that learning is conditioned by age and 
personal development. How much we learn is also 
conditioned by personal intelligence. The term, 
"intelligence" is defined and discussed as it will be 
used in the sessions. Focus is place upon learning as 
it continues from birth through the life span. Three 
types of learning are defined; learning derived from 
copying or modeling another; learning derived through 
direct instruction (being taught) and independent 
learning through individual experimentation. 
The subjects are shown a film entitled, Overview 
of child development. In the film, children in key 
stages of development are featured in typical 
activities. The major principles governing normal 
development of children from birth through five years 
are discussed. Following the film, the subjects are 
asked to: identify the three types of learning 
described above as they occurred in the film; organize 
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a list of activities by age appropriate categories; 
identify certain things that the subjects may remember 
having learned, note the age at which they learned it, 
and by whom it was taught to them. 
SESSION TWO 
This session introduces the concept that learning 
disabilities is frequently identified, in part, through 
a comparison of the discrepancy between measured 
individual intelligence, and actual achievement. The 
subjects watch a film entitled The hero Who Could Not 
Read. The film is a dramatization portrays a high 
school basketball star’s difficulty reading and his 
attempts to avoid activities and events that required 
the use of reading skills. The character is depicted 
attempting to hide or inappropriately compensate for 
his lack of ability. Focus is placed upon the the 
apparent paradox of an individual who is clearly 
intelligent, but is unable to read. The basket ball 
star is identified as having a learning disability and 
becomes motivated to participate in special education 
support which is focused upon teaching him to read. 
The main character has aspirations to go to 
college which he expects to fulfill despite of his 
reading learning disability. Following the film the 
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Subject is asked to respond to a series of 
comprehension questions about the film. 
SESSION THREE 
In this session, the subjects are taught the 
definition of the term "modification", as it is used to 
refer to instruction for learning disabled students and 
as it was employed by the "hero" in the film of the 
previous session. 
The concept that differences in individuals affect 
learning, and some of these differences are not within 
the control of and individual, is examined. It is a 
combination of various factors (age, physical ability, 
cognitive ability, personal values, personality, 
personal preference, motivation, opportunity (being 
taught), and the predisposition of a potential natural 
skill for learning something, that results in an 
individual's accomplishments in learning. 
The concept of "motivation" is reviewed as it 
related to the character in the film of the previous 
session. The concept of motivation is further 
reinforced, and its relationship to achievement 
examined through Activity I. In this activity subjects 
are asked understand the relationship between: learning 
and physical ability; talent; thinking; motivation and 
being taught. 
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The behavioral reaction of "avoidance" is 
examined. It is common for people to avoid things for 
which they are not competent; sometimes avoiding 
something is the right choice, but sometimes it is not. 
Certain things are important to learn even if we find 
them difficult; we are not always able to master the 
things for which we are not competent, but certain 
special modifications and teaching methods can enable 
us to learn. 
SESSION FOUR 
A major focus of this session is to define 
learning disabilities as: 
-IQ-achievement discrepancy, 
-having difficulty learning and using one or more 
of the following: listening; speaking; reading; 
writing; thinking; doing mathematics and attending to 
school work. 
The apparent paradox of average or above average 
intelligence, and lack of achievement in a particular 
area of learning is reviewed. To assist the subjects to 
consider learning disabilities as a central processing 
problem, subjects are asked to draw a parallel between 
the functioning of a personal computer and human 
thinking and expressive abilities. The ability of a 
computer to function, and the problems that may beset 
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it are compared to those problems that may be 
encountered by a learning disabled individual. A 
variety of the ways that problems may occur for someone 
who is trying to learn are examined and the ways that 
such problems may be manifested from mild to severe are 
considered. 
SESSION FIVE 
In this session, the consequences of learning 
disabilities as they affect academic learning and 
school work continue to be a focus. The fact that 
learning disabilities has a major impact upon reading 
handwriting, getting ideas down on paper, spelling, 
oral expression, mathematics memory and attention is 
stressed. The areas of memory, and motor integration 
and visual perception are examined in detail. The 
subject participates in two activities which simulate 
the experience of someone who is learning disabled in 
the areas of motor integration and visual perception. 
The session concludes by reviewing famous people 
from history and the present day who have experienced 
learning disabilities. Emphasis is placed upon the 
possible reality of high achievement despite a learning 
disability 
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SESSION SIX 
In this session, the subjects are introduced to 
the fact that concomitant problems that underlie 
learning disabilities may be faulty attributions a 
learning disabled individual make about abilities. Such 
attributions may impact experiences of success and 
failure; emotional reactions in (feeling embarrassment, 
anger and frustration regarding difficulties in 
learning) The fact that people in general, and even 
many teachers may not understand or recognize the 
reality of, or consequences of what it means to be 
learning disabilities discussed. The two critical areas 
of "identification", and "modification” are explained. 
The subjects watch a film entitled The Bov Who Saw 
Things Backwards The film depicts a boy who is 
frustrated by his lack of ability to demonstrate his 
strong cognitive strengths to the satisfaction of his 
teachers. The main character is obviously intelligent 
and well able to problem solve in advanced ways, but 
unable to write or read, or perceive visually in the 
ways that most of his age peers can. His frustration 
and embarrassment lead to the boy's experience of 
anger, that results in acting out behavior. Eventually 
the inconsistencies of his "ability" and apparent "lack 
of ability" are recognized by a teacher. The boy is 
evaluated and found to be learning disabled. He 
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participates in remedial programs that help him to 
understand his disability, accommodate to it, and also 
accept his strong cognitive strengths and potential to 
learn. The subjects answer comprehension questions 
about the film, and the importance of correct 
identification by a trained expert (psychologist and or 
special education teacher)is stressed as a conclusion 
to the session. 
SESSION SEVEN 
In this session the subject is introduced to the 
concept of attention deficit disorders and how these 
disorders can impact an individuals ability to learn. 
The subject participates in an activity which simulates 
what it is like to have an attention deficit disorder 
that renders the individual unable to easily screen out 
the environmental stimulation, and concentrate on the 
task that may be required of them. The subjects also 
participate in a simulation of a learning disability 
that affects reading, and learn how a specific 
modification applied to the initial problem can change 
the subjects ability to read. 
A second focus of the session is the subjects 
personal review of their educational history. An 
inventory is made of the subjects school experience, in 
terms of the grades that they did well in, the grades 
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that they disliked, what they considered themselves to 
have been able to achieve, and what they didn’t 
consider themselves to to have successfully 
accomplished. 
The subjects are asked to record comments about 
the types of learning that they think have caused them 
to have problems, and to reflect back on when they 
needed special help in an academic area. In this 
session the subject are also informed of the reality of 
their own learning disability, and asked whether (in 
light of the information provided in the previous 
sessions) the fact of their own learning disability 
seemed a reasonable explanation for some of their 
educational performance and experience of school 
settings. 
SESSION EIGHT 
In this session the subject are given more 
information about their learning disability, and how 
testing and assessment are used to evaluate an 
individuals learning needs. The purpose of testing is 
discussed, and how the information gathered through 
testing and assessment is commonly synthesized as a 
written psychoeducational report. 
The subjects examine examples of psychoeducational 
reports of fictitious individual and identify the 
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organization of a report as usually containing the 
following information: Background information; reason 
for referral; the tests and assessment instruments that 
have been used; specific test results and 
interpretation; summary and recommendations. The 
various categories of information are examined in 
detail for the content and type of information they 
most frequently contain. 
SESSION NINE 
In this session the subject continues to focus on 
psychoeducational reports and focus upon an educational 
report written specifically about them. The subjects 
learn how the psychoeducational report is relevant for 
educational planning and with the assistance of the 
experimenter, the subjects transfer the information 
from their own psychoeducational reports to the Student 
Response Booklet. In particular, subjects identify 
their own strengths and weaknesses, and those 
modifications that would be helpful to them. Emphasis 
is again placed upon the fact of the subjects learning 
disability as a partial explanation of the subjects 
difficulty participating and achieving in a community 
school setting. The importance of not attributing 
scholastic difficulties to a lack of aptitude is 
reinforced, and the subject is encouraged to assume 
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responsibility for telling others, including regular 
class teachers that he has a learning disability. 
SESSION TEN 
This session concludes the training period. The 
major focus of the session is a review of learning 
disabilities and the training sessions experienced by 
the subject. The students turn to the contents page of 
the student response booklet, and read each session 
description. Following the reading of each content of 
each session the subject is asked to think back to the 
highlights that he most remembers about that particular 
session. The experimenter records the comments for the 
sessions as reviewed by the subject. 
The experimenter concludes the session as directed 
by the narrative in the student response booklet, which 
stresses again the fact of the subjects learning 
disabilities; his strengths and weaknesses; his strong 
cognitive abilities, and the importance of appropriate 
educational modifications. Emphasis is also placed upon 
the importance of the subject’s understanding of the 
ways in which his learning disability may have 
conditioned, and continues to affect his experience of 
learning. The need for the subject himself to be able 
to effectively communicate his educational needs to 
others is underscored. The subject is asked whether he 
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feels the ten sessions of information about learning 
and learning disabilities have helped to enable him to 
inform others about his own learning disability. 
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SPECIFIC TRAINING PLANS 
The plans detailed below represent the 
experimenters guide to training, and contain the 
training objectives. The experimenter and subjects 
will also use the Student Response Booklet, which will 
include specific directions for the subjects to follow. 
The response booklet is an integral part of the 
training procedure and directs the students 
participation in the training sessions. 
Session One Training Objectives 
To provide the subjects with facts and information 
about learning disabilities which stresses the 
following: 
-Definition of learning - to acquire new 
knowledge. 
-Learning is affected by intelligence 
-Definition and assessment of intelligence: 
Measured by psychologist; The amount of thinking 
ability you are born with (aptitude) added to the way 
you apply that thinking; below average, average, and 
above average intelligence (*superior intelligence not 
described). 
-Relationship of intelligence to achievement 
-Three types of learning are: being taught; 
modeling; experimenting. 
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-Learning is conditioned by age and personal 
development 
-Certain learning occurs at predictable times in 
normal development. 
Materials: 
-Film on child development, Overview of Child 
Development, 
Public Broadcasting Service Video, BHCH-101 (30 
mins)." 
-Student Response Booklet. 
Introduction. 
The experimenter will say: 
This is a course about learning and human 
development. You will be learning new information about 
other people, and later about yourself. I will act as 
secretary and write any comments you make. There will 
also be some writing that you will be asked to do, but 
it will be very little and usually involve one word 
answers. The topic of learning is a big subject, and 
covers many of facts and ideas. To help us stay on the 
track and make sure that we cover the points that are 
important, we will be reading from this booklet. 
The experimenter and the subject will read and 
follow the directions in the first section of the 
student response booklet. 
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Structured Discussion 
The experimenter will invite comments relevant to 
the topic of age appropriate learning and record the 
subject's dictated responses in the Student Response 
Booklet. 
Conclusion. 
The experimenter will conclude three session by 
saying, "Tomorrow we will continue this project". 
Session Two Training Objectives 
To provide the subject with facts about learning 
disabilities which stress the following: 
-Learning is conditioned by physical ability, 
talent, intelligence, and motivation. 
-Having a learning disability can cause someone to 
feel ashamed and try to cover it up, or behave in ways 
that are not conducive to successful learning. 
-One type of learning disability is difficulty in 
reading 
-When correctly identified, those affected by 
learning disabilities can succeed in academic work and 
higher education. 
Materials: 
Video film. ABC After School Special. The Hero 
Who Could Not Read, High Tide Films Inc., 1986. 
Student Response Booklet. 
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Introduction. 
The experimenter will say, "We are continuing to 
think about what learning means". Subject and 
experimenter will follow the directions in session two 
of the subjects response booklet. 
Structured discussion 
Subject and experimenter will follow the 
comprehension questions about the film included in 
session two of the student response booklet. The 
session concludes with the experimenter saying, "We 
will continue the film and discussion tomorrow”. 
Training Objectives for Session Three 
To provide the subject with facts about learning 
disabilities which stress the following: 
-intelligence-achievement discrepancy is one fact 
of LD -Facing learning disabilities takes acceptance, 
commitment to new methods of learning and instruction 
known as "modifications". 
-A definition of the term "modification, as it 
applies to LD is "a change in the way an individual 
needs to learn something." 
-unidentified learning disabilities presents the 
affected individuals with performance frustrations, 
frequently resulting in their adopting inappropriate 
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methods of compensating (such as "avoiding" behaviors). 
-using avoidant behaviors is frequently not 
productive and may even be detrimental to an individual 
in learning contexts 
-Motivation is an important aspect of achievement. 
In some cases, especially if the task is difficult, 
motivation is the key to accomplishment in the area 
Materials: 
-Student Response Booklet 
-Motivation activity cards, developed by the 
experimenter 
Introduction 
The experimenter will begin the session by saying, 
We are continuing the project about learning today. It 
is not unusual for people to avoid things that they 
think they are not good at". Subject and experimenter 
will continue as directed in session three of the 
students response booklet. 
Development 
The subjects will participate in an activity 
directed by the response booklet. The activity requires 
the subjects to consider the attributes, goals and 
motivation that individuals may posses. After some 
repetition of the activity, the subjects will have the 
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opportunity to see that although many factors affect 
what an individual learns, one of the most important is 
personal motivation. 
Training Objectives Session Four 
To provide the subject with facts about learning 
disabilities which stress the following: 
-Learning disabilities means, having average or 
above average intelligence, yet still having difficulty 
learning something that others, who are not as 
intelligent, may be able to learn easily. 
-Learning disabilities presents uninformed people 
with an apparent paradox; normal or above average 
intelligence existing with lack of achievement. 
-Learning disabilities described within a school 
setting as difficulty learning and using one or more of 
the following: speaking; reading; writing; thinking; 
doing math; attending 
-Why LD occurs is not completely understood 
-one way to understand the paradox of IQ 
achievement discrepancy is to compare human thinking 
and performance to that of a computer. "Central 
processing problems" can result in learning 
disabilities affecting recall; comprehension; 
organization; perception; motor integration; motor 
skills and many others. 
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-LD is identified through concern, (usually- 
expressed by a teacher) and assessment, which includes 
specialized tests given by "experts". 
-learning disabilities may be mild; moderate, or 
severe. 
-lack of identification of LD, can result in the 
individual being negatively labeled (lazy etc.). 
Materials ; 
Student response booklet. 
Diagram of a computer developed by the 
experimenter 
Diagram of a student writing developed by the 
experimenter 
Introduction. 
The experimenter will say, "this week we have 
talked about learning we have thought about some of the 
things that affect whether someone learns something," 
and continue as directed in the student response 
booklet. 
Conclusion. 
The experimenter will say, "we will continue with 
this project tomorrow." 
Training Objectives Session Five 
To provide the subject with facts about learning 
disabilities which stress the following: 
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-The effect of learning disabilities on memory; 
different types of memory described (visual memory, 
sequential memory, motor memory etc.) 
-The consequences of learning problems in the area 
of memory. 
-motor integration (fine-motor and visual 
integration) as manifested in a learning disability 
(activity). 
-prominent individuals from public life, and 
history that have been affected by learning 
disabilities. 
Materials: 
Student Response Booklet 
Tracing pattern and mirror 
Introduction. 
In todays session you will learn more about 
learning disabilities, and continue as directed by the 
Student Response Booklet. 
Conclusion. 
The experimenter will say, we will continue with 
our project on Monday. 
Training Objectives Session Six 
To provide the subject with facts about learning 
disabilities which stress the following: 
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-There are frequently emotional consequences for 
those affected by learning disabilities. 
-Common behavioral responses of individuals with 
learning disabilities 
-typical attributional patterns developed by 
individuals with learning disabilities (locus of 
control is external e.g. nothing that the individual 
does will make a predictable difference to learning 
outcomes, therefore there is no point in trying). 
-"Learned helplessness" is frequently a response 
of the learning disabled individual. 
-illustration of one learning disabled students 
response to his disability (film). 
-It is important that a person with learning 
disabilities be correctly identified, and receive 
appropriate help. 
-with the correct help, high academic achievement 
is possible for learning disabled individuals 
Materials: 
Student Response Booklet. 
Film - The Boy Who Saw Things Backwards 
Introduction. 
The experimenter will say, Today we are going to 
spend some time thinking about what it may feel like to 
174 
have a learning disability, and continue as directed in 
the student response booklet. 
Conclusion. 
The experimenter will conclude the session by 
saying, "we will continue with the sessions tomorrow". 
Training Objectives Session Seven 
To provide subjects with the facts about learning 
disabilities which stress the following: 
-attention deficit disabilities: Some types of 
attentional problems - activity 
-visual perceptual problems and how they may 
affect reading - activity 
-ways the subjects LD may have affected his 
experience of learning and school; 
The subjects review of his personal educational 
history, (activity "thinking back on subjects 
experience of being in school”). 
-the reason for the subjects history of 
participating in special education. 
-subjects learning disability reconfirmed as a 
fact. 
-The consequence of learning disabilities in the 
subjects experience of learning 
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Materials: 
Student Response Booklet. 
Activity 1. Attention distraction materials: Video 
Cassette player and television screen; tape of E.T.; 
drum; strobe light. 
Activity 2. Visual perceptual activity: four 
variations of a printed paragraph 
Introduction 
The experimenter will continue as directed by the 
student response booklet until the subject has 
completed all the items before the "attention 
distraction activity". 
Activity 1. 
The activity requires following the directions in 
the student response booklet for categorizing word 
cards. On the second categorization activity the 
experimenter will start the video tape player, bang the 
drum, and start the strobe light, thus introducing the 
distraction into the exercises. The subjects 
performance will be compared for differences with and 
without the introduction of the attention distraction 
devices. The subject will answer the questions in the 
Student Response Booklet regarding his experience of 
the activity. 
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Activity 2. Visual perceptual exercise 
Using the four paragraphs variations the subject 
an experimenter will follow the sequence in the Student 
Response Booklet. 
Conclusion. 
The experimenter will conclude the session by 
saying, "we will continue with this project tomorrow." 
Training Objectives Session Eight 
To provide subjects with the facts about learning 
disabilities which stress the following: 
-Evaluation and assessment 
-How information gathered through testing is used 
-Psychoeducational reports - their structure and 
content; background information; reason for referral; 
test results ( the fact of an individuals strengths and 
weaknesses in learning); recommendations. 
Materials : 
Student Response Booklet 
A sample of a fictitious psychoeducational report. 
Introduction. 
The experimenter will say, "yesterday we began to 
think about the ways that your own learning difference 
may have affected you in school and in other places 
where you use academic skills", and continue as 
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directed in session eight of the student response 
booklet. 
Conclusion . 
learning the facts about how your learning 
difference may have affected you, and some of the 
choices that you have made, will give you some new 
understanding about the ways in which you learn best, 
and what you can expect to achieve in the future. I am 
really looking forward to sharing this with you 
tomorrow. 
Session Nine Training objectives 
To present the subject with facts about learning 
disabilities which stress the following: 
-the importance of the subject’s own understanding 
of his learning disabilities, and learning needs. 
-A review of an educational report written about 
the subject themselves 
-The subject's understanding his educational 
report, his own background information, and why he was 
referred for testing, 
-Subject's identification of standardized test 
scores 
-The subject identifies his stronger and weaker 
areas . 
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-The paradox of the subject's aptitude as 
contrasted with his academic performance. 
-the nature of the subject's own learning 
disability. 
-not all educators understand about learning 
disabilities 
-modifications, hard work, motivation and 
confidence will help the subject to achieve 
Materials: 
Student Response Booklet 
Subjects educational assessment report. 
Introduction 
Note: The subject's formal psychoeducational 
reports contained information which was of a sensitive 
and confidential nature. They were written clinically 
for interpretation to the subject by a teacher or 
clinician, and not intended for the subjects to read 
personally. Therefore, the results of psycoeducational 
reports were summarized for the subjects by the 
experimenter, and focus was placed upon evidence of 
cognitive aptitude, not specific personality 
characteristics. Each subject was provided with a 
complete copy of reports that were exclusively 
educational in nature and included standardized 
educational test scores. 
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The experimenter will say, ” today we are going to 
examine a report that has been written about you" and 
continue as directed by the Student Response Booklet. 
Conclusion. 
The experimenter will say, "we will continue this 
project tomorrow". 
Training Objectives Session Ten 
-Review of the information presented throughout 
the training sessions. No new information is added in 
this session 
Materials: 
Student Response Booklet 
Introduction. 
The experimenter will say" In this session you 
will complete the project on learning" and continue as 
directed by the Subject Response Booklet 
Conclusion. 
As directed by the Student Response Booklet. The 
experimenter and subject will follow the format in 
lesson ten, which will bring the session to a formal 
ending. 
180 
Experimental Instructions for Mathematics Classes 
Math Teachers: Instructions for independent math work 
Please introduce the math work by saying: 
For the next few weeks you will be using part of 
your math lesson to review, and practice math skills 
that you have already learned. This is a time when you 
will be working on your own without any help from me. 
I will give you some pages of math work like this 
(refer to a packet as an example). Then I will say, it 
is time to begin your independent math work now. I will 
make a note of the time. For the next twenty minutes, 
you will work through the math problems on your own. At 
the end of twenty minutes, I will tell you to stop, and 
collect the papers. 
Rules. 
If you get stuck on a problem, go on to the next 
one. 
Please do not ask to leave the room until the 
twenty minutes of math time are over. 
Please do not ask me for help, this is a time for 
you to practice working independently (on your own). 
Do you have any questions about the directions I have 
just given you? 
To the teacher 
Please respond to any problems the students may 
raise with statements of clarification you think are 
appropriate (as they apply to the directions above). 
Conclude the introduction by saying: 
We will be following these directions for twenty 
minutes of independent math work in exactly the same 
way every day. 
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Daily Directions for Math Work. 
Please say: It is time to begin your independent 
math work now (students will go to appropriate work 
place). 
Please pass out the math packets. 
Please say: 
Start your math work, and at the end of twenty 
minutes I will tell you to stop. 
Start the timer for the next consecutive twenty 
minutes. 
At the end of twenty minutes please say: 
Stop working now, and I will collect your papers. 
Please handle any behavioral issues as you 
normally would. 
Do not engage the student in discussion about the math 
work itself (except, where such discussion may pertain 
to normal classroom rules that you use, when asking 
students to complete their work on their own). 
Thank you for your willingness to participate, and 
follow the experimental procedures. 
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Mathematics Materials Used during Baseline and 
Experimental Conditions 
The following materials were used as a resource and 
guide to skills sequences for different mathematics 
competency levels (additional work sheets were 
developed by the experimenter): 
Whitcraft, L.H. (1984) Modern mastery drills in 
arithmetic♦ Wilkinsburg, Pennsylvania: Hays School 
Publishing Co., Inc. 
Judy/Instructo (1986). Math Drill. Minneapolis, 
MN: Judy Instructo 
Herlihy, R. (1980). Math Workbook: Drill and practice. 
St. Louis, Missouri: Milliken Publishing Co. 
Shoecraft P.J., & Clukey, T.J. (1981). A race to master 
the number facts. New York: Addison-Wesley 
Publishing Co. 
Mckee, J.M. et al. (1984). Mathematics Competency 
Cabinet. Alabama: Pace Learning Systems, Inc. 
Eng, H.E., Pottinger, B., & Wilderman, A.M. (1984). 
Mastering computational skills (Workbook series). 
Glenview, Illinois: Scott, Foresman & Co. 
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APPENDIX B 
STUDENT RESPONSE BOOKLET 
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HUMAN DEVELOPMENT AND LEARNING 
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Session 3. 
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Session 4. 
What learning disabilities are. 
-The, "being smart but not being able to do it", 
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Session 10 
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HUMAN DEVELOPMENT AND LEARNING 
Session One 
This is a course on human development and learning. 
You will be learning new information about other people, 
and later about yourself. The person with you is a helper 
and will act as a secretary if you would like, writing 
down any answers or comments that you may have as you go 
along. 
If you prefer, you may write your own comments and 
answers. There are spaces provided in the booklet for 
your answers. If you run out of space before you have 
finished your response, more pages can be added to that 
part of the booklet. If you can't think of a good answer 
to any question, this is what you do: 
1. Complete the rest of the page you are on; 
2. turn the page and you will see some examples of 
comments that would fit. 
4. Don't use these comments exactly, but use them to 
give yourself ideas about how to respond to the page you 
were stuck on. 
5. Turn back to the page you were not able to 
complete, and try again. 
You don't have to memorize these directions. You can 
always turn back to this page if you need to use them 
again. 
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You will be listening to a tape recording of the 
sessions as you are reading them. If the response booklet 
gives you instructions to answer a question or complete 
an activity, stop the tape. Begin the tape again when you 
have answered the question or completed the activity. 
If you don't understand what you are listening to 
and reading, you can rewind the tape and listen to, and 
read the part you don't understand again. If the 
information, or direction are still unclear to you, ask 
your helper to explain them. 
At the end of every session you will answer some 
questions that will check your understanding of the 
session. At the beginning of every session you will use 
review cards to help you remember the facts that you have 
learned from the sessions you have finished. 
REMEMBER If at any time the information you are learning 
is not clear to you, PLEASE TELL YOUR HELPER. 
YOUR OPINION COUNTS! 
The sessions have been designed to be interesting 
and give you information. At the end of every session, 
your helper will ask you if you have found them 
interesting, and informative. PLEASE be honest and say 
what you think. Changes that you recommend can be made, 
and they may help other students understand and enjoy the 
sessions even more. 
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The topic of learning is a big subject, and covers 
many facts and ideas. To help us stay on the track, and 
make sure we cover the points that are important, we will 
be reading from this book . 
Today, you are going to begin thinking about how 
things are learned. 
When you hear the word "learn'1, what thoughts first 
come to your mind. 
What are your ideas about this? Please begin by 
making a note of your ideas on the lines below, and 
finish the sentence 
The first ideas and words that come to my mind when 
I think about the word learning are: 
One way that is often used to explain what learning means 
is to say that the word "learning" means to "acquire 
(get) new knowledge. This description of learning means, 
to find out about and understand something that a person 
does not already know. 
How much we can learn, is affected by how 
intelligent we are. Intelligence is a word that is used 
to describe the amount of "thinking ability" that a 
person is born with. 
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Here are some examples of ideas about learning: 
1. Everything we know about we have had to learn. 
2. Sometimes we can remember learning certain 
things, like riding a bike. 
3. We have forgotten how we learned many of the 
things we know. 
4. Sometimes we are asked to learn things that are 
hard for us, or that we really don't want to 
learn. 
5. Sometimes learning things that we want to learn 
can be fun and rewarding. 
6. Sometimes not being able to learn something 
easily can make us feel bad. 
7. The first word that comes to mind when thinking 
about the word learn is, "teacher". 
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A persons intelligence can be measured by an expert, 
(usually someone called a psychologist) who gives a 
series of tests that tell how able a person is to do 
things in life. The tests also tell how easy it is for 
someone to understand something. 
Some other words that are frequently used to 
describe someone who is intelligent are: bright; clever; 
sharp; and smart. We will be using the words 
"intelligent" , and "intelligence" in other sessions. If 
you need to, you can always look back to this page to 
check what the word intelligence means. 
Experts describe people as either: 
Having below average intelligence, which means not 
as able to be as smart as most people when they are 
thinking; 
Having average intelligence, which means able to be 
as smart as most people are when they are thinking; 
Having Above average intelligence which means able 
to be smarter than most people are when they are 
thinking. 
Psychologist use the results of tests that people 
take to decide how intelligent someone is. They use 
numbers to help explain intelligence to other people. 
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At school teachers often give letter grades for 
tests. "A" means excellent; "B" means very good; "C" 
means average; "D" means below average, and not so good, 
and "F" means fail! 
Intelligence tests are different, because you can't 
pass or fail them. The scores that you get if you take an 
intelligence test are used to describe what you are like 
when compared to most people of your age. The results of 
an intelligence test also tell a lot about the way that 
you think and learn. 
Look at the chart below. It shows one way that the 
scores you receive on an intelligence test are used to 
describe people as, below average; average; and above 
average in intelligence. 
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Fig 1. How Intelligence is Measured. 
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REMEMBER: The amount of intelligence that someone 
has does not mean what they do in life, but rather what 
they are capable of doing. A person may be very 
intelligent, but choose to stay in bed all day and do 
nothing. A person with average intelligence may work hard 
at something, and be very successful, even though they 
may find it harder to learn, than someone who has above 
average intelligence. 
REMEMBER: Having intelligence does not necessarily 
mean a person will choose to use it. 
REMEMBER: Using intelligence makes a difference to 
how good someone can be at something. If we don't use our 
muscles they become flabby, and do not support our body, 
or our actions efficiently. In the same way, if we do not 
use the intelligence that we have, it is not as able to 
perform our thinking for us. We cannot increase the 
amount of intelligence we are born with, but we can 
improve our use of it. We might compare this to a body 
builder, who chooses to improve the development of 
muscles that he or she already has, or an athlete who 
chooses to develop an ability to run that they already 
have. 
REMEMBER: Most people are born with intelligence in 
the average range 
REMEMBER: the amount of intelligence a person has, 
can affect how able they are to learn, and what they 
learn 
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We start learning from the time we are born. Most 
things must be learned. All people, and especially young 
children are naturally curious. Much learning is 
voluntary and we are learning all the time. Some times we 
may not realize that we are learning something, for 
example, we may copy the way someone fishes by putting 
the bait on the hook a certain way, or casting the line. 
At other times we deliberately set out to learn 
something, for example, driving a car. 
Sometimes we have to be taught in order for us to 
learn, such as at school when we have teachers, or at 
home, when a parent may teach a child how to drink from a 
cup. Some learning requires careful instruction. Some 
learning happens when one person copies another, we call 
this modeling. Yet another type of learning can occur 
because we try out things for ourselves, and discover 
what happens, or how something works this is called 
experimenting. 
The Three types of learning that were just 
explained are: 
being taught 
modeling 
experimenting 
Today you are going to watch a film called, Overview 
of Child Development. It shows children learning. Please 
watch it now, and as you watch keep the following 
questions about learning in mind: 
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Can you pick out the times when anyone is being 
taught something? 
Can you recognize the times when someone is learning 
on their own? (experimenting) 
Can you tell when someone is modeling another 
person? 
Please watch the film now and as you watch, use the three 
categories below to list examples of different types of 
learning. 
examples of times when someone was being taught. 
examples of times when someone was learning on their 
own. 
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examples of times when someone was copying another 
person. 
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Here are some examples of answers for the the 
questions about the film: 
Some examples where someone was being taught 
something. 
Some examples where someone was experimenting. 
Some examples when someone was modeling another 
person. 
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We don't all take the same amount of time to learn 
things. Not everyone learns things at the same age as 
someone else. We do know that there are SOME THINGS that 
most people have learned by a certain age. For example, 
by the age of two years, most children have learned to 
walk by themselves. 
Here are some things that most people learn before 
the age of ten. On the lines below, write the words in 
the list under the age at which you think they have been 
learned. 
1. dressing self 
3. swimming 
5. reading a book. 
7. walking 
9. climb a tree 
11. eat with a spoon 
13. learning to read 
2. cursive writing 
4. talking 
6. riding a bike 
8. playing baseball 
10. learning to multiply 
12. dialing a telephone 
letters 
Things learned under the age of two. 
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Things learned between the ages of three and five. 
Things learned between the ages of five and ten. 
Although we don't all learn the same things at 
exactly the same age, there is an age at which most 
people learn certain things. For example, most people 
learn to walk before the age of two; most people learn to 
read before the age of ten. 
We often forget how we learned things, and we don't 
have to think about how we do them anymore. They have 
become things that we do automatically. such as walking. 
Sometimes we can remember learning certain things. 
On the lines below, please answer the following 
questions: 
What are some of the things that you remember 
learning? 
How old were you? 
How did you learn them? 
Did someone teach you? if so who? 
Please continue on the next page. 
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PLEASE Turn the page for examples of things learned at 
different ages. 
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These are one persons answer to the questions on the 
page before this one: 
What do you remember learning? 
I remember learning to roller skate. 
How old were you? 
I was five years old. 
How did you learn? 
I learned by hanging onto a rope that was fixed so 
that it stretched across the basement. I stood up on the 
roller skates, and pulled myself along. 
Who taught you? 
My grandmother taught me. 
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Session Two 
REVIEW 
In the last session we began to understand 
information about what the word "learning" really means. 
Please list the three types of learning that you saw in 
the film about children learning. 
1. 
2. 
3. 
You also learned about the the word intelligence, and the 
different levels of intelligence. 
Please try to list the different levels below. 
1. 
2. 
3. 
What are some other words that have been used to mean the 
same as intelligent? 
What do you think? 
Will someone who has above average intelligence 
always be successful at school, or work? Please include 
the reason for your opinion in your answer. 
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Please fill in the blanks: 
We - (do, or don't) all learn everything at 
exactly the same age. 
Children with average intelligence and who are the 
same age have learned to do - (most, or none) of 
the same things as other kids their age. 
When we have forgotten how we learned something, and 
don't need to think about doing it, we do it - 
(happily, automatically). 
Now you are going think more about what learning 
means. You will also spend some time thinking about the 
idea that just because we may be good at one thing, does 
not mean that we can be good at everything. 
You will watch a film. It is the story of someone 
who is very good at something. The main character in the 
film is very smart, but he has something called a 
learning disability which prevents him from learning in 
the usual ways that his classmates are able to learn. 
Please look at the chart on the card in front of you and 
read what havng a learning disability can mean. 
The title of the film is, "The Hero Who Could Not 
Read". As we watch the film, please note answers to the 
following questions. 
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What was the learning problem that the Hero had? 
How did the Hero manage to complete the work that 
was needed from him in his classes? 
How did the Hero learning problem get noticed? 
What was difficult for the teacher to understand? 
What did the Hero do about the problem? 
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What was the Hero able to accomplish by the end of 
the movie? 
What remember some of the areas of learning that can 
be affected by learning disabilities? 
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Answers to the questions in session two. 
1. The Hero didn't know how to read. 
2. The Hero managed to complete his work, by getting his 
girlfriend to do a lot of it for him. 
3. The Hero's problem got noticed because one of his 
teachers could not figure out why he kept 
getting bad grades on tests. 
4. The teacher couldn't understand how the Hero could 
seem to know the work in class, but do poorly on tests 
5. The Hero ended up by admitting that he had a problem. 
He stopped covering it up, and went for special help. 
6. By the end of the movie, he was beginning to learn, 
and thinking about going to college 
207 
Session Three 
REVIEW 
In the last session we saw a film about a boy who 
had a problem, and covered it up. He had a learning 
problem or learning disability. and in the end it was 
clear that trying to cover up his learning problem did 
not help him, or hide his problem. He was very 
intelligent, and good at basket ball, but he found it 
really hard to read. Sometimes even very intelligent 
people aren't able to learn certain things. In future 
sessions you will learn more about what learning 
disabilities are. 
When someone avoids doing something, we say they are 
not motivated to do it. In other words, they seem not to 
want to do it. The Hero did not seem motivated to read, 
and asked some of his friends to do work that needed 
reading skills. The hero felt very differently about 
playing basketball. He was highly motivated to play. The 
words highly motivated, means the same as really wanting 
to do something. 
The word CONFIDENCE means that you are sure of 
something, and truly believe in it. The word ABILITY 
means what someone is ABLE to do something, but not 
necessarily that they will do it. 
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If you use the word CONFIDENT when speaking about 
yourself, it means that you are sure, and truly believe 
in your ABILITY. 
If someone has CONFIDENCE in their ABILITY 
to do something, he also believes that he can do it, and 
get the job done NO MATTER WHAT SOMEONE ELSE THINKS. 
Having confidence in something, someone or yourself, 
means that no one can change your mind. YOU are the 
person that makes the decisions about things in your 
life. If you have confidence and believe in your ability 
YOU may change your own mind about something, but only 
after YOU have looked at all the facts. 
This is very different from someone who DOES NOT 
have confidence in themselves or their ability. A person 
who is not confident about themselves, does not believe 
that what they do makes a difference. A person without 
confidence, who does not believe in himself may think 
that even the things that he gets right are by accident, 
and that his ability did not have much to do with it. 
People who don *t believe in themselves may be easily 
influenced by others, and change their minds, just 
because someone else has a different opinion about 
something. They are not at all sure of their ability, 
even though they may be ABLE to do the task they are not 
confident about. 
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Think back, can you think of someone that you have 
known who was very confident in their ability to do 
something, and what was the situation that showed this to 
you? 
Now think back to a time that you remember when 
someone was not confident about their ability, and what 
was the situation that showed this to you? 
Now think about yourself. List some times when you 
have felt confident of your ability to do something: 
Now list some times when you have felt less 
confident: 
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As individuals, we are not always confident, and 
sure of our ability in everything we do. This makes 
sence, because we cannot do everything well. If we were 
confident about our ability to do everything we tried 
well, we would not be realistic. In other words, that's 
not the way most people are in life. No one person can do 
everything equally well. 
Some people don't believe that they can do much, 
even when they can. They don't have confidence in any 
ability that they have, even when other people praise 
them! When someone does not have confidence in their 
ability to do things, and does not believe in themselves, 
EVEN ABOUT THINGS THAT THEY MAY BE GOOD AT, experts say 
that the person has a LOW SELF ESTEEM. In other words, 
they don't believe in much good about themselves, or 
their ability. 
Having a LOW SELF ESTEEM can be a big problem for 
someone who has to, or wants to learn something. 
Can you think of a reason why having a LOW SELF 
ESTEEM can be a problem for someone who is trying to 
learn? 
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If some one has a LOW SELF ESTEEM, Then instead of 
beginning to learn something feeling confident about 
their ability, they begin learning by not being sure they 
can learn the task. 
This can create a lot of problems for the person 
with a low self esteem. Since they don't believe in 
themselves, they hold back when learning something, and 
because they feel so shaky inside about their ability, 
they often make more mistakes than they would if they 
were confident. THIS MAKES EVERYTHING WORSE! The more 
mistakes that a person makes because they are not 
confident, the more they come to believe that they can't 
do things. 
A good example of how important it is to have 
confidence, and belief in your ability to accomplish 
something is, the sport of skiing. If you have ever 
watched championship skiing on the television you know 
that good skiers can perform badly on some events. This 
is frequently because they "lose their nerve", or become 
less confident of their ability to succeed, and more 
afraid of failing. As they come to be less confident, 
their performance is not as good. This can happen to the 
best athletes. 
If a really good athlete completely lost confidence 
in his ability to run, and nothing else about him 
changed, do you think he could still be successful? 
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The Hero had a lot of CONFIDENCE about his ability 
to play basketball. In what area did he lack confidence? 
The Hero said that he was scared about trying to 
learn to read. The teacher helped him gain confidence 
when he pointed out that the Hero had learned a lot of 
complicated plays in basketball, which proved that the 
Hero was smart. With the help of others, the Hero was 
able to develop confidence in his ability to accomplish 
something that had been hard for him, which was to learn 
to read. 
It is not unusual for people to avoid things that 
they may think they are not good at. Sometimes avoiding 
something is the right choice in a situation, but 
sometimes it is not. Certain things may be important to 
learn even if we find them difficult to learn, such as 
being able to read. We don't have to give up, even if we 
find something especially difficult to learn. We are not 
however, always able to master the things that are 
difficult for us on our own. 
We will usually have to put more time and effort 
into things that are harder for us to learn. We may also 
need to use a different way to learn something. If we use 
a way of learning that is different from the way most 
people learn, it is called a "MODIFICATION". 
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The word "MODIFICATION", just means different. or a 
change, when used to talk about how someone may need to 
learn. Certain special modifications and teaching methods 
can help us learn things that in the past we may 
previously have given up on. 
The changes or "MODIFICATIONS" that teachers may use 
to help a student learn best, may be BIG. An example of a 
BIG modification would be using a different reading book, 
or learning the shape of a word, instead of individual 
letters. 
Sometimes the MODIFICATIONS that students require to 
do their best may be SMALL, such as allowing someone who 
reads slowly, more time to complete a test. 
The basket ball player in the film, The Hero Who 
Could Not Read, was really great at basket ball, but he 
had difficulty with other things. Choosing not to learn 
to read, got him in major trouble. He was not stupid, in 
fact he was a very intelligent person, but it was hard 
for him learn to read in the usual ways that teachers 
teach reading. He had to work at it, and he needed 
special help, to learn to read. We can't all be good at 
everything. We all have things that we are very good at 
(stronger), and other things that we are not so good at 
(weaker). 
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Please List the things that you consider yourself 
good at. 
Now list the things that you have tried and were 
more difficult for you. 
Make a list of things that you may have thought in 
the past you could not do, but you would still like to 
learn them. 
Here is a review of some of the things we have 
covered so far in the sessions. 
You know that what we learn depends partly on our 
age, on our wanting to learn something (which in this 
session was called being '’motivated") , how intelligent we 
may be, and how easy or difficult we may find the task 
that we have chosen to learn; and how confident we are 
about our ability to learn a task. 
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Activity: 
Now you are going to receive some information about 
someone, and I would like you to tell me what they might 
be able to accomplish. You are going to complete an 
activity about learning, please listen to the directions. 
In front of you are five piles of cards. On each 
card is a word that describes what someone may be like, 
or a characteristic that they may have. Each descriptive 
category is a particular color. On the reverse side of 
the cards are more words that describe the way a person 
may be, and what they may like to do. 
Here is what you will find on the reverse side of 
the colored cards: 
Red - physical, possible physical characteristics 
that someone may have; 
Blue - Personality, a range of words that describe 
an individuals personality; 
green - Personal preference, a list of things that 
people may like or dislike; 
purple - Motivation, the cards read either 
motivated, or not motivated; 
yellow - Occupation, this category contains the 
names of occupations, jobs, and careers that an 
individual may choose. 
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This is not really a game, but a way of thinking 
about information. Here are the directions. All the decks 
of cards must be shuffled separately by color. You must 
take one card from every pile except the ones labeled 
Occupation and Motivation. Turn all the cards over, and 
read the words on the reverse side. Together these cards 
make up the description of a "make believe" (fictitious) 
person. After you have read the description, turn an 
occupation card over. 
Your task is to decide whether the person could do 
the occupation or activity based on the facts that you 
have been given from the cards. After you have come to 
your decision, turn a motivation card over. Re-evaluate 
your answer based upon the card that you draw. 
We will do some examples together until you 
understand the instruction. When you think you do, record 
the descriptions from the cards, the activity, and the 
outcome on the lines below. 
Description:- 
Occupation: 
Decision: 
Final Outcome: 
Description: 
Occupation: 
Decision: 
Final Outcome: 
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Now please complete the following assignment: 
Think about you as a person. What do you like and 
dislike; what are your abilities; what words do you think 
would best describe you. Using the categories that we 
have worked with for the activity, write a description of 
yourself by listing words that would fit in the different 
categories, and apply to you. You can use the cards to 
obtain the words that would best describe you in the 
different areas, or you can use different words to 
describe yourself. 
Physical 
Personality 
Personal preference 
Talents 
Session Four 
REVIEW 
In the last session, you learned that we can 
describe someone who avoids doing something as not 
motivated. Some one who really wants to do something 
could be described as highly motivated. 
In the activity you completed yesterday, you 
discovered several things about a person that affect 
their ability and choice to learn something. 
Please list some of the characteristics of an individual 
that affect learning: 
Even if a person has all of the characteristics 
needed to be able to accomplish something, unless the 
person is also _ do something, it is unlikely 
that they will be as successful as they could be. 
When you want to accomplish something, being highly 
motivated to do it is important. In fact, even if 
something is really hard for you to do, you may still be 
able to accomplish something if you are highly motivated. 
At first, the hero avoided reading, but after a 
while, he became more __ of his ability to 
learn to read. 
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Changes in the ways a person needs to learn 
something are called _. The hero 
needed _ because he had problems learning to 
read. 
This week, we have talked about learning. We have 
talked about some of the things that affect whether 
someone learns something. Today we are going to talk 
about some things that make it harder for someone to 
learn even though they may be intelligent. 
Please think back to the film you saw called The 
Hero Who Could Not Read, and answer the following 
question: 
Was The Hero intelligent? - 
One opinion is that the hero was intelligent. Some 
evidence of this, was that although he could not read, he 
was able to answer the questions that the teacher asked 
him in class. He was able to answer all of the questions 
about the subject that he was studying, if someone read 
them to him. 
The Hero was unable to read, but that did not affect 
his ability to think and understand. 
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If an expert were to give the hero some tests that show 
information about how a person learns and thinks, the 
tests would probably show that the hero had something 
called a learning disability in the area of reading. 
REMEMBER 
Having a learning disability means that although 
someone may be very very intelligent, they find it very 
difficult to learn either one particular thing, or 
several things. In school, experts say that having a 
LEARNING DISABILITY usually means having difficulty 
learning and using one or more of the following list: 
1. listening 
2. speaking 
3. reading 
4. writing 
5. thinking 
6. doing math 
7. attending to school work 
REMEMBER 
Experts only say that someone is learning disabled if 
they are of average or above average intelligence, but 
still have difficulty learning something. 
This is quite a puzzle for most people to 
understand. The idea of someone being very intelligent, 
but still not being able to learn something that even not 
very smart people can learn, is hard to understand. We 
all begin to learn to read in the first grade. Most 
people would say that if you can't learn to read like the 
other kids in the class you are not very smart. THIS IS 
NOT ALWAYS TRUE! 
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Please write your comments about the following problem : 
How could someone be a senior and still not know how 
to read if in fact he is really smart (intelligent)? 
Please read on and the answer to this puzzle will become 
clearer to you. 
We could describe the ways that people think as 
being very similar to the way that a computer processes 
information. 
For the computer the word PROCESS, means getting 
information, working on it, and sending it back out. 
For a person, another word that means almost the 
same as process is THINK. 
A person receives information through their senses, 
thinks about the information they have received, and 
makes sense out of it. After making sense out of the 
information the person can act. 
Look at Diagram of a computor on the next page, and 
the chart on the following page.They will help you 
understand in which ways a person thinks and how a 
computer works. You will be able to see that in some ways 
a person and a computer are similar. 
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The system of handling information works in much the 
same way for both a person, 
A person 
Input through the 
senses, eyes ears, nose 
mouth, skin. 
Input 
passed through 
brain - thinking 
meaning is given 
to the information 
received 
Output 
the person responds 
through many different 
types of action such 
as speaking or writing 
and a computer: 
A computer 
Input through disk and 
key board 
Input 
passed through 
processing unit 
- processing 
meaning is given to the 
information received 
Output 
the computer responds 
through the printer and 
the screen 
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Thinas can go wrong with this system. The computer may 
still have the same size processina unit (intelliaence) 
but problems may not allow it to work correctly. 
Look aaain at the diaaram of a computor. On the lines 
below, please record your comments about what you think 
may go wrong with a computer system: 
Turn to page for examples of things that could 
go wrong for a computer. 
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Here is a list of things that may go wrong for a 
computer, and what the same kind of problem may be like 
for a person: 
1. Something could be wrong with the way that the 
computer reads the information from the disk. 
(for a person - reading problem) 
2. Something could go wrong with the way that the 
computer organizes information it reads from the disk, 
and it may jumble it up. 
(for a person - thinking and organizing problem) 
3. Something could go wrong with the way that the 
computer stores the information. 
(for a person - memory problem) 
4. The computer may give out the wrong information 
when it is asked for something. 
(for a person - recall problem, this means that you know 
something, but you can't think of it at the time you need 
to share it ) 
5. The computer may be fine, but the printer may not 
be working in the way that it should. 
(for a person - motor problem - fingers and hands) 
READ ON IF YOU WOULD LIKE MORE EXAMPLES, OR SKIP TO THE 
END OF ITEM 9. 
6. The computer may not be able to find information 
that it has stored at all, or take a longer time than it 
should to find it. 
(for a person - memory problem, and length of time 
needed for thinking problem) 
7. The computer may get everything right, but be 
unable to send the information out to a printer 
(for a person - output problem. This may be because the 
printer (or fingers and hands for a person ) is not 
working, or because the brain can't send the right 
signals to the hands and fingers to get them to work 
properly. 
8. Something could be wrong with the disk, and a new 
one may be needed - methods and materials problem; the 
wrong books or materials are being used with the student, 
who needs a different way to learn than most people do. 
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9. The computer may be slow to show the information 
on the screen. 
(for a person - Speed of thinking problem) 
Every one of these problems can occur when someone 
is trying to learn something. Even some of the words that 
experts use to describe learning disabilities are similar 
to the words people use when working with computers. For 
example, another way that experts use to describe a 
person with learning disabilities is to say that they 
seem to have some type of Central Processing Problem. 
ACTIVITY 
On the next page is a picture of a person sitting at 
a desk, and working. On the same page some lines have 
been drawn, please use these lines to list some of the 
the types of learning problems that can occur for a 
person (Hint: copy the list from lesson 2.). 
Figuring out what causes a persons learning 
disability is not an easy task. Although we have compared 
a persons learning ability to that of a computer, a real 
persons thinking and reasoning ability is much more 
complicated than the way a computer works. Usually, 
someone such as a teacher notices that something is not 
quite right. 
The most common way that learning disabilities get 
noticed is because it is frequently obvious that a person 
is very intelligent, so the fact that they seem to have 
great difficulty learning something does not seem to make 
sense. 
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A person, usually a teacher, but sometimes a parent, asks 
the school to look into the problem. An expert in 
learning gives the student some special tests that help 
to show what the learning problems are. 
Learning disabilities may be a big problem severe 
such as not being able to read or write; a minor problem 
mild such as having a problem spelling, or organizing 
good ideas to write down on paper, or a problem somewhere 
between being serious and mild, which is called moderate. 
How bad can a learning disability be for a person when 
they are learning? 
A student with severe learning disabilities may 
really stand out, and usually gets noticed (identified) 
and receives help. Someone with mild learning 
disabilities frequently runs into the difficulty that 
teachers and parents don't realize what the problem is. A 
student may be thought of as lazy, or not trying, or 
uncooperative, when actually the student is struggling to 
learn because they are learning disabled. 
What could be some of the problems that a person 
with mild learning disabilities may have to deal with? 
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In session three, we talked about modifications and 
learned what they were. Usually people with a learning 
disability need such modifications to help them do their 
best. 
Please describe what the word "modification" means 
when used about a student who is learning something at 
school. 
What are the areas in which experts say a person can 
have a learning disability (there are seven)? 
What are some types of learning disabilities? 
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Session Five 
REVIEW 
In the last session you learned some information 
about what can go wrong when people try to learn things. 
You learned that we can compare our thinking to the 
way a computer works, and that we can have problems 
learning in ways that are similar to the problems a 
computer may have if some thing goes wrong with it. 
What are some of the things that you remember from 
the last session, that may go wrong when someone is 
trying to learn something? 
Please write on the lines below some of the problems that 
may happen for someone who is trying to learn something: 
All the things that can go wrong for a person who 
has learning disabilities show up in a big way when they 
try to learn and do school work. People who have learning 
disabilities often have trouble with reading, hand 
writing, getting ideas down on paper, spelling, speaking 
about their ideas, doing math, remembering what they need 
to know, and paying attention. 
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Difficulty in learning can cause people with 
learning disabilities to want to give up. They often 
become discouraged and sometimes have problems with their 
attitudes. 
In today's session you will learn more about 
learning disabilities. To show you how complicated this 
can be, you are going to look at one ability that we need 
to be able to use. This ability is Memory. 
When you hear the word "memory", what thoughts and 
words come to your mind? Please list them on the lines 
below. 
In other sessions you have learned that a person’s 
memory allows them to store information that they have 
learned. When the information that has been learned is 
needed, a person can recall the information stored in 
their memory and use it. 
You may be surprised to know how many ways we use 
our memory. Here is a description of some of the types of 
memory people have, and how they use memory for handling 
information that is received. 
233 
Please write an example that would fit after each 
description. 
VISUAL MEMORY - what you have seen. 
example: 
AUDITORY MEMORY - what you have heard 
example: 
SEQUENTIAL MEMORY - things in order 
example: 
SHORT TERM MEMORY - things you just learned 
example: 
LONG TERM MEMORY - things that you learned in the past 
example: 
AUTOMATIC MEMORY - things that you know very well 
example: 
MOTOR MEMORY - things that you do with your body 
example: 
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FINE MOTOR - thing that you do with your fingers and 
hands. 
example: 
GROSS MOTOR - things that you do with your large 
muscles. 
example: 
This list does not contain all of the ways that a 
person can use their memory. You can see that the memory 
is a very complicated ability that a person has. 
REMEMBER. If there was a problem in any of the areas of 
memory, the person affected would probably have a problem 
doing school work. 
Another learning disability that students can have 
is difficulty copying printed material. To get an idea of 
how it feels for a person who has problems copying from 
the blackboard, or a book, please do the following 
ACTIVITY: 
In front of you is a piece of paper with a pattern 
on it drawn in black. Next to you is a mirror on a stand. 
Place the mirror in front of you so that you can see in 
it. Take the black magic marker that is next to the page 
with the design on it. Trace over the design with the 
black marker. DON'T LOOK AT THE PAPER. FOLLOW THE DESIGN 
BY LOOKING IN THE MIRROR ONLY! 
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Was this hard for you? _ 
How many times did you go off the red line? 
Most people find this very hard to do. 
Please try another example. First copy the paragraph 
in front of you with the hand that you would normally use 
when you write. Then switch hands and copy the paragraph 
with the hand that you do not usually write with. 
Was this hard for you? _ 
Now you know what it may feel like to have what experts 
describe as, a fine motor, or visual integration 
learning disability. These technical terms mean a problem 
controlling and using your hands and fingers to write, 
and a problem making the shapes that you see look correct 
when you write them on paper. 
You have learned that something could go wrong with 
a certain part of a persons memory. 
If a person had a problem with auditory memory 
(listening memory), what kinds of things might be hard 
for them? 
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If a person has a problem with fine motor memory 
(memory for what the hands and fingers should do), what 
kinds of things may be difficult for them? 
You may be surprised at some of the people who have 
had to face and deal with learning disabilities 
Here are some descriptions of well known people who 
have had such problems. Read the description below and 
try to guess who these people are. After you have tried 
to guess all of them, turn the page for the answers. 
1. This person with learning disabilities is a famous 
singer. She has dark hair and is very thin. She has also 
starred in many films. She wears a lot of black clothing, 
and used to be married to a man named Sonny, with whom 
she also sung. 
Can you guess her name? 
2. This person with learning disabilities is a famous 
actor. He has stared in several popular films Cocktail, 
and Top Gun. 
Can you guess his name? 
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3. This individual who had learning disabilities is a 
famous person from history. He commanded all of the 
American troops during World War Two, and was a very 
successful general. 
Can you guess his name? 
4. This person with learning disabilities was president 
of the United States during the years from 1912 to 1920 
Can you guess his name? 
5. This person with learning disabilities is from 
history, and is one of the most famous inventors and 
scientists of all time. His initials are A.E. 
Can you guess his name? 
6. This person is one of the richest men in America, and 
there is a famous square in New York which is named for 
him. His last name begins with an R.. 
Can you guess his name? 
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7. This person with learning disabilities invented the 
electric light bulb. 
Can you guess his name? 
Please turn the page for the answers to the questions 
240 
Here are the answers to the questions on the previous 
page about famous people with learning disabilities: 
1. Cher 
2. Tom Cruse 
3. General George Patton 
4. President Woodrow Wilson 
5. Albert Einstein 
6. Nelson Rockerfeller - Rockerfeller Plaza, New York. 
7. Thomas Edison 
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Session Six 
REVIEW 
In the last session you learned that even though 
someone may be very intelligent, they may not be able to 
learn something because of a learning disability. 
If someone has a learning disability, they will 
probably need modifications to help them learn. Learning 
disabilities is a difficult matter to explain. 
What are some of the ways that learning disabilities can 
cause problems for students who are trying to learn in 
school? 
One type of learning disability can mean that a 
student has problems with skills that need the use of 
their memory. You learned that memory is very 
complicated. What are some of the ways in which a person 
uses their memory? 
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Can you remember the names of some well known people 
who have learning disabilities? 
You have spent the last five sessions thinking and 
answering questions about what a learning disability may 
be, and how it can affect someone's learning. Today you 
will think about what the experience of learning can be 
like for a student with learning disabilities. 
Being bright and having problems learning can be 
frustrating for those affected by learning disabilities. 
Learning can be an uncomfortable and embarrassing 
experience. It is sometimes hard for learning disabled 
students to tell others that they are learning disabled. 
Learning disabled students can sometimes feel that 
there is no point in trying at school because it doesn't 
make any difference to the way other people see them. 
Other people mistakenly may think that learning disabled 
students are not very smart. Learning disabled students 
can end up believing that they are not very intelligent. 
The problems can be even worse if a student has a 
learning disability that has not been identified by an 
expert. 
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Today you will see a film about a boy who gets into 
trouble at school. It is called The Bov Who Saw Things 
Backwards. The film covers some of the points that have 
just been mentioned about the feelings of students who 
have learning disabilities. 
Please close this book and watch the film now. 
The following questions are about the film that you 
have just watched. Please answer them on the lines below 
each question. 
What did the boy have problems with? 
What were some of the ways that he used to try to 
cover up his problems? 
Why did the boy get into trouble? 
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What were some of the reasons for the behavior that 
got him into trouble? 
What happened to the boy after he got caught? 
What kind of help did he get? 
What kind of job or career do you think the boy may 
choose when he is eighteen? 
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If students with learning disabilities are 
identified by an expert and get the correct help to 
learn, the students can then show others how intelligent 
they are. When learning disabled students are able to be 
noticed for how smart they are, they often feel good 
about their ability to learn. 
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Session Seven 
REVIEW 
In the last session you saw a film about a boy who 
had learning disabilities. Please answer the following 
questions: 
What is a learning disability? 
How can having a learning disability make some students 
feel? 
Are people who have learning disabilities intelligent? 
What do people with learning disabilities need? 
If a learning disabled person gets support for their 
learning problem, what kinds of things could they end up 
doing when they graduate from school? 
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Learning disabilities can affect many areas. One of 
these areas is the area of attention. Attention is what 
we need to use when we are trying to accomplish learning 
something. Another word that means almost the same as 
attention is "concentration". 
If someone has a hard time concentrating or paying 
attention to something, they will probably have a hard 
time learning it. 
You may be wondering what causes a person to have 
problems with attention. Sometimes people don't pay 
attention to something because it is boring, or because 
they don't want to do it. THIS IS NOT TRUE for a person 
with learning disabilities. People who have a learning 
disability that affects their attention are not making a 
choice not to do something. It is difficult for them to 
pay attention for several possible reasons. 
One reason that someone may not be able to pay 
attention may be because they are not easily able to pay 
attention to one thing. 
In our daily lives, there are usually many things 
going on around us. We can't always stop these things 
when we want to learn something, so our mind has to be 
able to push them aside, and "concentrate" on the thing 
that we want to learn. 
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Some people with learning disabilities are not 
easily able to do this. Finding it hard to pay attention 
may be difficult for you to imagine. You are now going to 
get an idea of what this is like. 
First, you will begin sorting these cards into 
different categories. The names of the categories are : 
animals; jobs; food; learning in school; travel; home. 
While you are doing this you will be timed. This timer 
will be set when you begin to look at the cards. 
AS YOU ARE WORKING ON THE ACTIVITY THINGS WILL 
CHANGE IN THE ROOM AROUND YOU. 
List the things that changed in the room around you. 
Was it more difficult for you to pay attention as 
things began to happen? 
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People who have a problem concentrating on just one 
thing, have a learning disability that is called an 
attention deficit disorder. Deficit means "not enough of" 
We could say that a person with attention deficits, 
doesn't have "enough" attention 
This is not the only problem that can occur with 
attention. Some people often do something before thinking 
about what their actions might mean for themselves ,or 
someone else; for example, they may take something that 
they want, before asking if they could have it. We would 
say that they have an attention deficit disorder, because 
they don't think before they act (jump to it before 
thinking about it). Experts call this impulsive. 
Here are some more problems that affect people with 
attention deficits: 
Some people have a problem controlling their moods 
and may get angry, or sad very quickly. 
Some people are hyperactive. They find it difficult 
to stay still, and are always on the move. The feelings 
that they have that make them want to move a lot, also 
make it hard for them to use their attention, and 
concentrate on learning something. 
Some people with attention deficits have trouble 
staying "organized". 
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Not being organized may mean mean that they find it hard 
to be on time for things; they find it hard remembering 
where they were supposed to go; they find it hard 
remembering what they were supposed to do; they find it 
hard knowing how to plan to do something, like finishing 
school work, or a wood working project. 
PLEASE REMEMBER, we all have these problems with 
attention some of the time. It is only when these 
problems with attention happen a lot, and prevent us from 
learning at school, that experts may decide that we have 
a learning disability that is called an attention 
deficit. 
Attention deficit disorders are a one type of 
learning disability that can affect people. Without help, 
it is very difficult for some one who has an attention 
deficit to control, or change the way they act. 
PLEASE REMEMBER, attention deficits are not just a 
good excuse that a person can use to explain not paying 
attention, or having problems controlling their behavior. 
Experts are able to tell if someone has a true attention 
deficit disorder by watching the way the person behaves; 
by listening to people who spend time with the person who 
has trouble attending (such as a teacher) and by giving 
the person who seems to have an attention problem, some 
special tests. 
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Activity 
Next to you are some pages with printed material for 
you to read. Try reading page number 1. 
Was this hard for you?- 
Now read page number 2. Here is a clue that may 
help. You have to read the words in a zig - zag line 
across the page, rather than the straight line you are 
used to. 
Was this hard? - 
Was it easier than reading page number 1.?- 
Now read page number 3. 
Is the paragraph getting easier to read?- 
Now read page number 4. and this time use the marker 
provided for you. 
Was it easier for you to read page number 4.?- 
Now you now how it may feel to have a learning 
disability that affects reading. You were able to read 
more easily as the spaces between the print increased, 
and as the print size increased. You learned how to 
follow the printed lines, by reading in a zig - zag 
pattern. Finally, giving you a marker allowed you to 
block of the rest of the page, which may have been 
distracting you, and you were able to consentrate on one 
line of print at a time. 
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Can you read this? 
The bo went wn ad to 
y do the ro 
rade, Th ere flo nd 
pa ere w a ts a 
b man er inter ing 
ands and y oth est 
to 
see. 
The 
bo 
at he 
t 
of he 
t 
h 
aving 
y m eof isfri 
et on h ends 
pa nt the re 
rade. He spe st 
ay with h er 
d i m. A f t 
su ey we e. 
pper th nt horn 
see the 
thi 
ngs 
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Can you read this? 
._ The bo went wn ad to 
y do the ro 
rade. Th ere flo nd 
— pa ere w ats a 
— b man er inter ing 
ands and y oth est 
see the 
thi 
ngs 
The y m. e of is fri 
bo et on h ends 
at he pa nt the re 
i rade. He spe st 
of he ay with h er 
1 d iro. Aft 
h su ey we e. 
aving pper th nt horn. 
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Can you read this? 
The bo went wn ad to 
y do the ro see the 
rade. Th ere flo nd 
pa ere w ats a 
b man er inter ing thi 
ands and y oth est ngs 
to 
see. 
The y m e of is fri 
bo et on h ends 
at he pa nt the re 
t rade. He spe st 
of he ay with h er 
t d im.. Aft 
h su ey we e. 
aving pper th nt horn 
255 
CAN YOU READ THIS? 
THE BO WENT WN AD TO 
Y DO THE RO 
RADE. TH ERE FLO ND 
PA ERE W ATS A 
B MAN ER INTER ING 
ANDS AND Y OTH EST 
TO 
SEE. 
THE Y M E OF IS FRI 
BO ET ON H ENDS 
AT HE PA NT THE RE 
T RADE. HE SPE ST 
OF HE AY WITH H ER 
T D IM. AFT 
H SU EY WE E. 
AVING PPER TH NT HOM 
SEE THE 
THI 
NGS 
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Until now, you have been receiving information about 
how people learn, and what learning disabilities are. Now 
you will spend some time thinking about yourself as a 
learner. To begin with, please think about what it has 
been like for you to learn at school. 
Beginning in kindergarten, record some of your 
thoughts and memories. Here are some categories to get 
you started. You can add to these if you need to with 
some additional types of information : 
-The school building 
-playing with friends 
-playing alone 
-recess 
-the teacher 
-lunchtime 
-art 
-games 
-help in the classroom 
-help outside of the classroom 
-problems with learning in either reading, writing, 
or math 
-problems with behavior 
Please turn the page and begin the assignment. 
257 
For the grades that you remember the most about, 
please answer the following questions: 
What did you like about this grade? 
What did you dislike about this grade? 
What were you good at? 
What do you think that you couldn't do so well? 
Please use the additional paper printed with the 
questions above, if you need to. 
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Look back over your comments. You will see that it 
is a short history of your years in school up until the 
present time. You can see the grades in which you did OK. 
or well, and you can see the grades that were problems 
for you. You may have recorded comments about the 
subjects and types of learning that have caused you 
problems, and when you may have needed special help in 
something. 
Please answer the following question: 
When you went outside of the classroom for help, why 
did you think that you need it? 
As you know, you have been identified as in need of 
special education. The reason that you have needed extra 
help is because you also have a learning disability, not 
unlike the people that you saw in the films and have 
learned about in other sessions. In some areas you have a 
lot of ability, but some things have been more difficult 
for you to learn. 
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Please answer the following questions: 
Before these sessions, were you aware of what 
learning disabilities are, and that you also have a 
learning disability? 
Think about all of the information covered in the 
sessions over the last few days; does describing you as 
having a learning disability seem right to you? 
Could having a learning disability explain some of 
the times when learning something was difficult or 
frustrating for you? 
Learning the facts about how your learning 
disability may have affected you may give you some new 
understanding about the ways in which you learn best, and 
what you can expect to achieve in the future. 
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Session Eight 
REVIEW 
In the last session you learned about how a 
learning disability involving "attention" can cause 
problems for a student at school. What are some of the 
types of problems that attention deficit disorders can 
cause, for someone who is trying to learn? 
In the last session, you learned how it might feel 
to have another type of learning disability. What area 
did this learning disability affect? 
You also began to think about the ways that your own 
learning disability may have affected you in school and 
in other places. For this session and for the rest of 
week, you will continue to receive new information about 
your own learning disability. 
Throughout your school years and from time to time 
people have given you certain tests. 
Do you remember taking tests?- 
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What kinds of tests do you remember taking? 
Many of the tests that you have taken, give the 
following information about you: 
How much you have learned. 
What you are good at. 
What you are not so good at. 
The ways that you seem to learn things best. 
The ways in which it is more difficult for you to 
learn things. 
This information about you has been written as a 
report. Many students have been tested just as you have, 
and reports have been written about them. The reports are 
used to plan what to teach you, and how to teach you so 
that you will do your best. Your regular class teachers 
will know some of the information that is in the report. 
Any special teachers that you have will know most of the 
information that is in the report. 
Have you ever seen a report that has been written 
about you? 
262 
Have you ever read information in such a report? 
Has any information in such a report been read to 
you? 
If a student is given some tests by experts usually 
a psychologist, and a special education teacher, 
(although sometimes one person will give all of the 
tests) it is called a psvchoeducational report. The name, 
psvchoeducational just means a combination of what the 
psychologist finds, and what the special education 
teacher finds when they test someone. 
Students are often tested in such a way if they are 
having problems learning in school, or if their behavior 
in school is not appropriate. Teachers and, or parents 
hope to find out more information about the student so 
that the student can be helped to learn. Another reason 
that a student may be tested is if they are receiving 
special help within, or outside of the regular classroom. 
This special help is called special education. Students 
who receive special education are tested frequently to 
make sure the special help they get is right for them, 
and is helping them to learn. 
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The psychoeducational report contains information 
about who you are as a person, and what your ability to 
learn is, (in other words how intelligent you are). The 
report also contains information about how much you have 
learned so far, in what ways you learn best, and in what 
ways learning is more difficult for you. 
Usually psychoeducational reports contain a lot of 
words that are hard for people who are not experts to 
understand. You will be learning what some of these words 
mean. 
Are psychoeducational reports easy to understand? 
What information does a psychoeducational report 
contain? 
Now that you are older, it is important for you to 
know about the information in the report, so that you 
will understand about how you learn. You may need to tell 
other people that may not know, the ways in which you can 
do well, and the kinds of things that make learning 
easier for you. Knowing this information about how you 
learn, is like becoming an expert on who you are. 
264 
NOW you are going to learn about the way that many 
reports are written. 
A psychoeducational report usually contains the following 
parts: 
REASON FOR REFERRAL 
BACKGROUND INFORMATION 
BEHAVIORAL OBSERVATIONS 
ASSESSMENTS ADMINISTERED 
RECOMMENDATIONS 
On the next page is a copy of a psychoeducational 
report. 
Instructions 
Please look at each page of the report. Take a 
marker, and underline the parts of the report listed 
above. You will not have to read all of the report to do 
this. Each part is usually not too hard to find because 
it begins with some sort of heading. 
A heading is a word, or a few words that gives a 
hint about what will come next. Sometimes the heading is 
written in CAPITALS, and sometimes it is underlined. 
-Use green to underline Reason for Referral 
-Use red to underline the Background Information. 
-Use yellow to underline the Assessments Administered 
-Use purple to underline the the part that tells what 
the Test Results mean. 
-Use blue to underline the Recommendations 
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PSYCHOEDUCATIONAL REPORT 
Fictious Report 
NAME: Thomas Black 
D.O.B. 10/10/1975 Age: 15-3 
SCHOOL: Treakum Banks High School 
Grade:9 
Examined by: Susan Snipper 
Dates of Testing: February, 9,& 10 1991 
REASON FOR REFERRAL 
Thomas was referred for psycheducational testing to 
determine his learning strenghths and weaknesses, and to 
find out what may be interfering with his learning. In 
the past, Tom's teachers have noted that he seems to have 
problems expressing himself, and doesn't say much. 
Currently, Tom's teachers have beeen concerned in 
particular about his lack of work in his classes, his 
truancy, and failing grades. Thomas is currently 
repeating ninth grade. 
BACKGROUND INFORMATION 
Thomas is the eldest of four children. His parents are 
divorced, and he currently lives part time with each 
parent. Tom's parents report that Tom started having 
problems in school in first grade, and think that moving 
alot (Tom has attended six schools) may have affected 
Tom's school work. Tom has been arrested twice for 
breaking and entering, and is currently on probation. 
Current teacher reports state that when Tom does attend 
school he seems to spend most of his class time 
"daydreaming" and is not interested in completing his 
assignments or participating in class discussion. 
BEHAVIORAL OBSERVATIONS 
Thomas willingly joined the examiner, and accompanied her 
to the testing room. He was was reserved and did not 
speak unless he was asked a question. In the first 
session, when Tom answered, it was usually to say "yes", 
"no" or "I don't know". In the second sessiion, he was 
more willing to give his opinion about something. 
When taking the tests, Thomas gave up quickly as the test 
items became more difficult. 
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ASSESSMENTS ADMINISTERED 
WISC-R 
Key Math Test 
Woodcock Reading Test 
Clinical Test of Language Fundemntals 
TEST RESULTS 
Thomas received an intelligence tests score in the 
above average range. 
Math score of grade equivalent 4.00 
Reading score grade equivalent 4.5 
Language score grade equivaent 4.00 
On the Intelligence test, Tom had the most difficulty 
completing items that asked him to repeat what he had 
heard; describe what something was, or say how it could 
be used. He also had difficulty with items that tested 
his general knowledge. Tom was very good at solving 
puzzles, and problems that needed the use of his hands 
and eyes, and understanding the meaning of problems that 
he could solve without needing a lot of spoken 
directions. 
RECOMMENDATIONS 
Thomas was evaluated to find out if there are eduactional 
or psychological factors contibuting to his school 
truency, and school failure. 
Although Thomas has performed poorly in school, it 
is clear form his testing that he has alot of ability, 
and potential to achieve. There may be several reasons 
why Thomas has not done well at school. The testing 
shows, that although Tom has above average intelligence, 
he has a severe learning disability in the language area. 
Tom finds it difficult to understand what is said to him, 
and needs more time to figure out such information. Tom 
also needs more time to be able to say his thoughts an 
ideas. Tom also finds it hard to remember what he hears 
and what is said to him. Tom is also behind in all of the 
skills that are taught in school, and is functioning 
several years below his expected grade level work. It is 
likely that one of the reasons that Tom is so far behind 
is that he has not attendded school regularly. 
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Being smart, and not being able to show it must have 
been hard for Tom. He may have given up trying at school, 
because he felt unable to do well. Moving around so much 
may also have made it harder to give Tom the right kind 
of help in school. His attitude and behavior, may have 
caused some teachers to give up on Tom. 
Tom shold be in a small group where he will not feel 
embaressed because he takes longer to do some things. Tom 
should be able to take untimed tests. All instruction and 
directions should be written down for Tom, so that he can 
read them for himself, and doesn't have to just rely on 
what is being said to him. Tom should learn to use a 
computer, and also learn how to type. Since he is so 
bright, Thomas should be encouraged to use the computor 
to learn and practice things. Thomas needs to practice 
expressing his thoughts and ideas, and using vocabulary. 
He should be in a small group for language arts that will 
help him to do this. 
Finally, it is very important that Tom realizes how 
smart he is, and does not give up on achieving in school 
because things have been difficult for him in the past. 
268 
Reports talk about the things that students can do 
best as "strengths". The things that are more difficult 
for a student to learn are called "weaknesses". At 
school, everyone has stronger and weaker areas of 
learning (strengths and weaknesses). 
In a report, what do the words strength and weakness 
mean? 
Now listen to the report about Bob as you here it 
being read, and answer the questions below. If you get 
stuck, turn to the end of the lesson for all the answers 
to the questions. 
What type of information is in the following parts 
of a report? 
REASON FOR REFERRAL 
BACKGROUND INFORMATION 
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BEHAVIORAL OBSERVATIONS 
ASSESSMENTS ADMINISTERED 
RECOMMENDATIONS 
Please finish the sentences: 
Many of the tests that you have taken give 
information about- 
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HERE ARE THE ANSWERS TO THE QUESTION ABOUT WHAT 
INFORMATION IS IN A PSYCHOEDUCATIONAL REPORT 
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The following answers contain more practice 
exercises. Skip them if you think that you can easily 
understand the information. 
Reason for Referral says why people needed more 
information about you, and includes questions that 
teachers, parents and experts may want to have answered 
about you. It is the part of the report that explains why 
people thought it was important for the assessments to be 
given. 
Usually a person is tested in such a way for one of 
two reasons: 
1. A teacher or parent or someone else, thought that 
you were having some problems in school, and needed more 
information that may explain why, and what to do about 
it. 
2. The other main reason that you may be tested in 
this special way, is if you have been getting special 
help to learn. Anyone who gets special help to learn is 
automatically tested every three years to find out how 
they are doing, if they still need help, and whether the 
type of help that they are getting needs to be changed. 
What information does the part of the report called 
Reason for referral mostly contain? 
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The next part of the report is some information 
which is some times called Background. Background 
information. gives personal information about you. It may 
include where you live, how many in your family, whether 
you a have two parents, and what kind of problems you 
have had in your life. It may also tell about you when 
you were very young, sometimes even talking about when 
you were just born. It may talk about the ages that you 
learned certain things, and whether you have been sick or 
healthy. 
What information does the part of the report called 
Background information mostly contain? 
The next part of the report is called Behavioral 
Observations. This section is a description of what a 
persons behavior is like at the time of taking the tests. 
It would include information about a persons attitude, 
and willingness to cooperate during the testing sessions. 
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What information does the part of the report called 
Behavioral Observation mostly contain? 
Next comes a list of all the tests that have been 
given. The word Assessments means the same as the word 
tests. In a report, the word Assessments is often used 
instead of the word tests 
In a report the word Assessments means: 
The last thing in a report are the Recommendations. 
The recommendations include all the things that are 
important for a student to do their best and feel 
comfortable learning. The Recommendations may include 
such things as, what type of books a student should use; 
how they should be taught to spell and write; what size 
group the student would learn best in; whether the 
student should go out of the regular classroom for help; 
if the student would benefit from counseling, and many 
other useful suggestions that would be helpful to those 
people who will be working with the student at school. 
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Session Nine 
REVIEW 
In the last session you began to learn what 
information is usually found in a psychoeducational 
report. The report contains information about a students 
"strengths" and "weaknesses". What do these terms mean? 
Why are students usually referred for 
psychoeducational testing? 
In a report, what information does the section 
called BACKGROUND INFORMATION contain? 
In this session you will learning more information 
that has been collected about you. We know that you are 
intelligent, but that how smart you are does not show up 
if we look at your record of attending school. 
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In front of you is a report that contains real 
information about you, it contains all the information 
that you would expect to find in a report. 
Please read the report, and listen as you hear it 
being read. 
Now answer the following questions: 
Why were you Referred for testing? 
Are there any more important questions about 
yourself, and your work as a student that you think are 
important to find out about? 
Does the section called Background Information 
contain all the most important information that may have 
made a difference to how you have behaved and worked as 
student? If not please list more information. 
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Please record below the scores that you received for the 
tests that you have taken: 
Key Math Test 
This is a test of how much you know about math 
skills 
Woodcock Reading Mastery Test 
This is a test of how well you can read passages and 
words, and how well you understand what you read. 
Clinical Test of Language Fundamentals 
This is a test of how well you can understand and 
remember information that is SAID to you. It also tests 
how well you are able to tell others of your thoughts and 
ideas by talking to people. Experts call this "expressing 
your self". 
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Which are your stronger areas? 
Which are your weaker areas? 
Do the results of the tests show that in several 
areas you are able to complete work that is below other 
people of your age and grade? 
Does the report about you say that you have average 
or above average intelligence? 
-YES -NO 
In other words you are smart? 
-YES -NO 
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If you put all of the information about you together 
there seems to be a puzzle that needs an answer 
What is the puzzle? 
The puzzle that needs to solved is: 
IF YOU ARE INTELLIGENT (SMART), THEN HOW IS IT THAT 
YOU HAVE NOT BEEN WORKING AT GRADE LEVEL IN SOME 
SCHOOLWORK? 
By now I am sure you realize that one of the big 
reasons why you have found school work difficult is that 
you have a learning disability. 
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We can tell from your psychoeducational testing that 
you have problems with: 
Every persons learning disability is not the same. 
Of all the types of learning disabilities you have 
learned about in this course, your learning disability is 
most like: 
Now let's look again at your achievement testing in 
reading, math and language. 
Could some of the low scores that you received for 
parts of these tests be explained by looking at how your 
learning disability has affected your learning? 
What does the psychoeducational testing tell us 
about your stronger areas? 
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Look back at the results of your testing in reading 
math and language. Can you see how the areas of learning 
that your psychoeducational testing shows as your 
weaknesses show up in the test results? 
Your learning disability has made it difficult for 
you to learn at school, and show how smart you are. This 
may have caused you to feel frustrated, and give up 
trying at school. 
Do you think that you have given up on doing well in 
school? 
Do you think that you have really lost interest in 
school, and would rather not go to school if you don't 
have to? 
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Having a learning disability does not explain all of 
the reasons why you have not done well in school. Not 
going to school .makes a big difference in how well you 
can do. Even if you go to school, if you have given up 
trying, and just "hang out", or don't pay attention and 
do some work, you are unlikely to succeed. 
Experts do know (and as we have learned in this 
course), if someone has a learning disability it has a 
big affect on how they learn, and how they come to feel 
about themselves and school. 
You may be asking yourself, "what does this all mean 
me for me now?" 
What it means is that you have a chance to start 
again, and this time with the right information about why 
you may find some learning difficult. 
If you find something hard to learn, you no longer 
have to wonder if it is because you are "stupid, or dumb" 
because you know that you are not. It is in most cases 
because you have a learning disability, and you need 
modifications to help you learn. 
Not everyone, even some teachers, understand about 
learning disabilities. If some one else should suggest to 
you that you may not be smart because you find something 
difficult to learn, they are WRONG. 
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It important for you to correct them by telling them that 
you are smart but you happen to have a learning 
disability. 
You are behind in your school work, and it will take 
a lot of hard work, motivation and confidence for you to 
catch up. You can do it if you want to, just as the 
characters from the movies we have watched were able to 
achieve. 
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Session Ten 
In this session, you will complete the project on 
learning. 
On the lines below please list: 
Your strengths- 
Your weaker areas 
Modifications that would be helpful when you are learning 
Now you will continue to review the facts that you 
have learned in the past nine sessions. Turn to the table 
of contents in the student response booklet. 
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Read the description of session One. What do you remember 
most about session one? 
Now please do the same thing for the rest of the 
sessions. First read the table of contents description, 
then say what you remember most about the session and 
write the facts that you recall on the lines below. 
Session Two 
Session Three 
Session Four 
Session Five 
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Session Six 
Session Seven 
Session Eight 
Session Nine 
Session Ten 
Now we will check the facts that you have learned using 
the review cards for all of the session you have 
completed. 
Were their any facts about learning and learning 
disabilities that you were surprised to find out were 
either true or untrue? 
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Please list two facts that you were surprised to learn on 
the lines below. 
Making sure that bright intelligent people with 
learning disabilities get the right education, where they 
can do well at the things that they are good at, and get 
help and modifications for the more difficult things that 
they learn, is very important. 
A public law has been passed to make sure that you 
get the type of learning experience that is right for 
you. It is called Public Law 101-476. The parts of the 
law that have been written about learning disabilities, 
are included because people have come to realize that 
just because you may need a different type of help to 
learn something, does not mean that you may not be very 
intelligent. As you have learned from these sessions, you 
may be more intelligent than most people. 
Now that you are older, It is important for you to 
understand about your learning difference, and to speak 
about it to the people who will be teaching you. Many of 
them may already know, but some may not. 
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It is your job to tell these people, and to be especially 
sure that they understand how bright, and capable you 
are. You may want to share some of the reports, and IEPS 
that have been written for you, to help people to 
understand. 
I hope that you have enjoyed these sessions about 
human development and learning, and that you now know 
more about your own learning ability (strengths), 
learning disability (weaknesses) and the kinds of support 
you need to help you do your best in school. 
I have enjoyed being your helper in these sessions. 
Thank you for your participation. 
288 
APPENDIX C 
VALIDITY QUESTIONNAIRES 
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Validity Questionnaire for Training Sessions 
Session Number _ 
1. Does the session present the information in a clear and 
understandable way? Yes_ No_ 
Comments: 
2. Is the session written to enable someone who is reading at 
the equivalent of fourth grade, or above to comprehend the 
material (subjects also listen to a tape recording of the 
sessions as they read)? Yes_ No_ 
Comments: 
3. Does the session adequately present information that 
addresses the stated objectives of the session? 
Yes_ No_ 
Comments: 
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Validity Questionnaire continued. 
Please give any general comments about this session that you 
consider appropriate: 
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Face Validity Evaluation 
Taken overall, do the ten trainning sessions adequately 
cover introductory facts and information about learning 
disabilities? 
Comments: 
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Review of Sessions 
Instructions: 
1. Please read the stated objectives for the session. 
2. Next read the overview of the training sessions, 
(films that are not available for you to view are 
explained) 
2. Then read the training session to which 1. and 2. 
above apply. 
3. Complete the Validity Questionnaire for Training 
Sessions. 
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Validity Questionnaire for Criterion Related Questions 
For Question _ 
1. Is the question related to one of the objectives stated for 
this session? Yes_ No_ 
If "yes" which objective number? _ 
2. Is the question written clearly and understandably? 
Yes_ No_ 
3. Are the options for answers to this question understandable 
and clea r? Yes No 
If they are not, please mar k which are not. 
(a) (b) (c) (d) (e) 
4 . When the corr ect answer is placed with the question, do 
together make a factual statement about the area of learning 
disabilities that is true. Yes_ No_ 
If the answer is No, please comment: 
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APPENDIX D 
SUBJECT PARTICIPATION AND AGREEMENT 
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Department of Special Education 
164 Hills South 
University of Massachusetts 
Amherst, MA. 
My name is Denise Kernan, for many years, I have been 
interested in how high school students learn, and what may 
help them learn more easily. 
At this time, I would like to invite you to take part in 
a study that I will be conducting here at your school. 
Participating in the study would mean that you would work 
with me for about one hour a day for ten days. 
The hour that you would work with me is called a 
"training session". During the ten training sessions, you 
will be given information about how people learn; and what 
may make it more difficult for some people to learn. 
If you decide you would like to join me for the training 
session, we will be watching films, completing activities and 
discussing thoughts and ideas about learning. Before we begin 
the training you will be answering some written questions 
about how much you already know about learning. After you 
have finished the ten sessions, you will answer the same 
questions to see how much you have learned. 
The training is for ten days, but I will be collecting 
information about you for about seven weeks. Some of this 
information will come from your teachers, and some will come 
from your school records. Some of the sessions will be 
videotaped. None of the tapes will leave the building. All of 
the material on the tapes will be erased by the principal Ms. 
P. Murphy, following the end of the study. Who you are, and 
your name will not be shared with anyone. Only the people in 
this school and myself will know who you are. 
The information I collect about you during the time that 
you participate in the study will help me understand more 
about how to teach a person about learning, and the problems 
that can occur for people trying to learn. As well as being 
fun, the sessions may help you understand how you learn best. 
If you have any questions about the training please feel free 
to ask them. 
Think it over, I will ask you tomorrow if you would like 
to take part. If the training does seem like something you 
would like to do, you may withdraw (stop participating) at 
any time. There will be no problem if you do decide that you 
don't want to continue. 
Whatever you may decide, thank you for reading my letter 
and thinking about it. 
Sincerely Yours, 
Denise J. Kernan MA. 
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University Letter Head 
I give my consent for my child/charge to participate in 
Ms. Denise Kernan's Research. I understand that I may revoke 
my consent at any time 
NAME: _ Relationship to student: 
Date: _ _ 
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University Letter Head 
Abstract to Parents 
Your child has been recommended as a potential 
participant in a research project on learning disabilities. 
Your child has been recommended because he has been 
previously identified as in need of special education, and 
currently receives special educational support. 
The purpose of the research is to provide information 
about learning and learning disabilities to the participants 
The study is attempting to find out if such information can 
be understood, by the participants and whether it will make a 
difference to (a) the way the participants feel about 
themselves, (b) the participants work habits. 
This project would involve working with the your child 
individually for ten, daily, forty-five minute training 
sessions. The information is delivered using films and 
conventional teaching techniques. 
If you have any questions about this project, please 
contact me at The Department of Special Education, 164, Hills 
South, University of Massachusetts, Amherst MA., or call 413- 
628-4429. 
If you would like your child to participate, please 
complete the attached consent form, and return it in the self 
addressed and stamped envelope. 
Sincerely Yours, 
Denise J. Kernan MA. 
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APPENDIX E 
PRE/POSTTEST MEASURES 
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Kernan Learning Disabilities Inventory. 
Pre and Post Test Form. 
# ONE 
1. 
The words "to learn" mean: 
(a) To practice something 
(b) To acquire new knowledge 
(c) To try something different 
(d) to go to school 
(e) to complete homework assignments 
2. 
Learning something means 
(a) modeling way someone does something. 
(b) figuring out something for yourself 
(c) being taught something new by someone 
(d) All of the above. 
(e) None of the above 
3. 
How much we learn is affected by 
(a) the temperature in the room 
(b) our intelligence 
(c) how many people like us 
(d) all of the above 
(e) none of the above 
4 . 
The word intelligence means 
(a) solving puzzles quickly 
(b) being on time for work 
(c) a persons thinking ability 
(d) all of the above 
(e) none of the above 
5. 
A persons intelligence is usually measured by 
(a) the principal 
(b) a teacher 
(c) a psychologist 
(d) all of the above 
(e) none of the above 
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6. 
The amount of intelligence a person has affects 
(a) What they are able to do in life 
(b) Whether they are kind 
(c) Whether they are helpful 
(d) all of the above 
(e) none of the above 
7 . 
A person cannot increase 
(a) the amount of intelligence they have. 
(b) their scores on a math test 
(c) how much they know after age eighteen 
(d) none of the above 
(c) all of the above 
9 . 
Having average intelligence means 
(a) able to be smarter than most people are 
(b) not as smart as most people are 
(c) about as smart as most people are 
(d) all of the above 
(e) none of the above 
10. 
Three different types of learning are: 
(a) modeling; being taught; experimenting 
(b) experimenting; trying; being on time 
(c) trying; writing; going to class 
(d) all of the above 
(e) none of the above 
11. 
you can learn on your own by 
(a) being taught by someone 
(b) experimenting 
(c) copying someone 
(d) all of the above 
(e) none of the above 
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12 
Children of the 
learned to do 
same age, with average intelligence 
(a) many of the same things as other kids their 
(b) 
age 
none of the same things as other kids their 
(c) 
age 
mostly do things older kids do 
(d) all of the above 
(e) none of the above 
13. 
The kinds of things that you learn usually depend on 
(a) how old you are 
(b) whether your work is neat 
(c) how many brothers and sisters you have 
(d) all of the above 
(e) none of the above 
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# TWO 
14. 
A person with learning disabilities 
(a) has average or above average intelligence 
(b) doesn't try hard enough 
(c) is probabley retarded 
(d) all of the above 
(e) none of the above 
15. 
Students with learning disabilities first get noticed 
because 
(a) they wear bright clothing 
(b) they seem smart, but don't do well at school 
(c) they don't have many friends 
(d) all of the above 
(e) none of the above 
16 . 
If a person can't read by the age of ten, then he 
(a) never will 
(b) is not very intelligent 
(c) will not go to college 
(d) all of the above 
(e) none of the above 
17. 
If a kid needs to go out of the class for extra help 
for school work it means that 
(a) He doesn't try hard enough in school 
(b) he doesn't have average intelligence 
(c) He may have a learning disability 
(d) none of the above 
(e) all of the above 
18 . 
If a person has difficulty learning to read 
(a) he may have a learning disability 
(b) he should find something else to do 
(c) he must not be intelligent 
(d) all of the above 
(e) none of the above 
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19. 
If correctly identified and helped, a person with 
learning disabilities 
(a) 
(b) 
(c) 
(d) 
(e) 
may be excused from their classes 
may go on to college 
may be allowed to work instead of go to school 
all of the above 
none of the above 
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20 . 
# THREE 
If a student has a learning disability, they may 
(a) avoid doing school work 
(b) get someone to do school work for them 
(c) try to hide their learning disability 
(d) all of the above 
(e) none of the above 
21. 
When used to describe someone learning at school 
the word "modification" means 
(a) letting a student choose what they learn 
(b) a change in the way a student learns something 
(c) helping a student get along with others 
(d) all of the above 
(e) none of the above 
22. 
An example of a small modification for someone with a 
learning disability would be 
(a) taking a different test than the other kids 
(b) being given more time to complete the test 
(c) taking half of the test 
(d) all of the above 
(e) none of the above 
23. 
If some one is very intelligent, they will do well at 
some thing if they are also 
(a) clever 
(b) highly motivated 
(c) attractive 
(d) kind 
(e) none of the above 
24. 
If you really want to learn something but you are 
finding it very hard to learn, you may still be able to 
learn it if you are 
(a) willing to share 
(b) motivated 
(c) interested in people 
(d) none of the above 
(e) all of the above 
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25 
If a person is confident about their ability to do 
something they 
(a) doubt whether they can do something 
(b) give up easily 
(c) are sure they can do something 
(d) all of the above 
(e) none of the above 
26 
People who don't believe in themselves 
(a) may be easily influenced by others 
(b) think that if they get’ something right, it 
must be by accident, and not because they are 
able 
(c) don't have confidence in themselves 
(d) all of the above 
(e) none of the above 
27 
If some one has low self esteem they 
(a) believe in themselves 
(b) don't believe in themselves 
(c) know thy will do well in life 
(d) all of the above 
(e) none of the above 
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# FOUR 
28 . 
If a person has a learning disability, they 
(a) are not as intelligent 
(b) will not be successful 
(c) may have above average 
(d) all of the above 
(e) none of the above 
as most people 
in life 
intelligence 
29. 
In school, having a learning disability may means 
having difficulty learning and using 
(a) thinking skills 
(b) reading 
(c) writing 
(d) all of the above 
(e) none of the above 
30. 
Experts say that someone who has a learning disability 
has 
(a) too much to think about 
(b) a central processing problem 
(c) should try harder 
(d) all of the above 
(e) none of the above 
31. 
Someone could tell if a student had a learning 
disability by 
(a) by asking his friends 
(b) by looking at him 
(c) by sending him for certain tests 
(d) all of the above 
(e) none of the above 
32. 
A learning disability 
(a) is usually not serious 
(b) is usually very serious 
(c) may be mild or serious 
(d) all of the above 
(e) none of the above 
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33. 
The problems of someone with learning disabilities can 
be compared to the problems that 
(a) a car may have 
(b) a computer may have 
(c) a radio may have 
(d) all of the above 
(e) none of the above 
34 . 
It is hard for some people to understand that someone 
with a learning disability 
(a) may be under ten years old 
(b) may be very intelligent 
(c) may not have friends 
(d) none of the above 
(e) all of the above 
35. 
When a person is average or above average in 
intelligence, is highly motivated to learn, but has a 
problem learning at school, it may be because 
(a) he is not doing his homework 
(b) he has a learning disability 
(c) he is not interested in learning 
(d) none of the above 
(e) all of the above 
36. 
Which of the following list is a learning disability 
(a) not handing in homework 
(b) not being able to remember what you just heard 
(c) not being able to read 
(d) not turning up for classes 
(e) wanting to drop out of school 
(f) not being able to write 
(g) not being able to pay attention 
(h) not being polite in classes 
(i) not having friends 
37. 
A person with learning disabilities 
(a) is not very intelligent 
(b) may be very intelligent 
(c) does not want to learn 
(d) all of the above 
(e) none of the above 
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A person with learning disabilities 
38 . 
(a) Will probably need modifications to learn 
(b) should go to a trade school 
(c) will not do well in school 
(d) all of the above 
(e) none of the above 
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# FIVE 
39. 
A persons memory alowes them to 
(a) store information 
(b) recall information 
(c) use information they learned in the past 
(d) all of the above 
(e) none of the above 
40. 
A person can use 
(a) only one type of memory 
(b) three types of memory 
(c) many different types of memory 
(d) all of the above 
(d) none of the above 
41. 
If a person has a learning disability that affects the 
way that he uses his memory, he 
(a) would probabley have problems doing school 
work 
(b) would not have problems with school work 
(c) should not bother with school work 
(d) all of the above 
(e) none of the above 
42. 
Another type of learning disability that a person may 
have is 
(a) getting out of bed in the morning 
(b) copying printed material 
(c) getting along with classmates 
(d) all of the above 
(c) none of the above 
43. 
If someone has become a famous leader or inventor 
(a) they must have been good at all school work 
(b) they didn't have a learning disability 
(c) they didn't need extra help to learn something 
(d) all of the above 
(e) none of the above 
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44. 
A learning disability that involves motor integration 
may mean 
(a) the person has trouble understanding 
(b) the person has trouble writing 
(c) the person doesn't understand machines 
(d) none of the above 
(e) all of the above 
45. 
A person with a visual processing problem would have 
trouble 
(a) with their eye sight 
(b) recognizing colors 
(c) reading 
(d) all of the above 
(e) none of the above 
46. 
A person who has a learning disability and can't 
remember what they hear 
(a) needs to pay more attention 
(b) is probably deaf 
(c) should get a hearing aid 
(d) has a type of memory problem 
(e) is probabley not intelligent 
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# SIX 
47 . 
If a student acts out in school, it may mean he is 
trying to hide 
(a) being late for class 
(b) having a learning disability 
(c) handing in homework that is late 
(d) none of the above 
(e) all of the above 
48 . 
Learning disabled students sometimes feel frustrated 
and angry because 
(a) They can't get to school on time 
(b) they have difficulty showing they are smart 
(c) they don’t have enough free time 
(d) all of the above 
(e) none of the above 
49. 
If a kid does not understand that the problems he has 
at school may be partly due to a learning disability, he 
may 
(a) give up trying at school 
(b) get mad and take it out on others 
(c) think that he really is not smart 
(d) all of the above 
(e) none of the above 
50. 
At school, adults and teachers will 
(a) always be able to recognize a student with 
learning disabilities 
(b) may not understand that a kid has a learning 
disability 
(c) do not need to know if a kid has a learning 
disability 
(d) all of the above 
(d) none of the above 
51. 
Kids who act out at school are always 
(a) just plain mean and bad 
(b) may be frustrated and angry 
(c) stupid and should drop out 
(d) all of the above 
(e) none of the above 
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52. 
If a kid who has a learning disability gets help to 
learn in school, he 
(a) will only be able to get an easy job when 
he leaves school 
(b) may be able to do a difficult job when he 
leave school 
(c) will probabley never be "the boss" or in 
charge on a job 
(d) all of the above 
(e) none of the above 
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# Seven 
53 . 
The words attention deficit disorder mean 
(a) having too much attention 
(b) feeling bad tempered 
(c) not having enough attention 
(d) all of the above 
(e) none of the above 
54. 
If someone is not paying attention because they have a 
learning disability it may mean that they 
(a) Do not like school 
(b) have an attention deficit disorder 
(c) should spend more time on their work 
(d) none of the above 
(e) all of the above 
55. 
If a person has an attention deficit disorder it may 
mean a person 
(a) finds it hard to stop moving around 
(b) finds it hard to be organized 
(c) finds it hard to think before they act 
(d) all of the above 
(e) none of the above 
56 . 
Another word or words that mean almost the same as 
attention is 
(a) working 
(b) handing in homework 
(c) concentration 
(d) all of the above 
(e) none of the above 
57 . 
If a psychologist decides to give a person some tests 
it is because 
(a) the student is retarded 
(b) there is something wrong with the student 
(c) the student may have trouble learning 
(d) all of the above 
(e) none of the above 
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# Eight 
58 . 
In school, the phrase "strengths and weaknesses" 
means 
(a) whether a person can lift something heavy 
(b) how much courage a person has to do something 
(c) What a person may be good at, or not good at 
(d) all of the above 
(e) none of the above 
59. 
Psycheducational Reports contain information about 
(a) the way a person learns 
(b) information about a persons family 
(c) how a person should be taught 
(d) all of the above 
(e) none of the above 
60. 
When someone is referred for testing it may be because 
(a) they don't go to school 
(b) they are having trouble learning 
(c) they don't cooperate in class 
(d) all of the above 
(e) none of the above 
61. 
A persons "strengths" and "weaknesses" means 
(a) whether they are healthy 
(b) what they are good at, and not so good at 
(c) whether they are brave or a coward 
(d) all of the above 
(e) none of the above 
62. 
Psychoeducational testing gives information about 
(a) what you have learned 
(b) what you are good at and not so good at 
(c) the ways in which you learn best 
(d) all of the above 
(e) none of the above 
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63. 
Psychoeducational reports are usually 
(a) easy to understand 
(b) written by experts and hard to understand 
(c) not neccessary to understand 
(d) all of the above 
(e) none of the above 
64. 
Which of the following lists are part of a 
psychoeducational report 
(a) background; reason for referral; tests 
administered 
(b) internal; external; reversed 
(c) cursive; printed; italics 
(d) all of the above 
(e) none of the above 
65. 
If a student receives special education for a learning 
disability it means that 
(a) the student doesn't have to do homework 
(b) the student has a special learning plan 
(c) the student is tested every month 
(d) all of the above 
(e) none of the above 
316 
o> 
c 
E 
o 
<D k_ 
T3 
> 
O 
"O 
© 
E 
jc _ 
05 
C 
<D — 
05 SZ 
C 05 
3 '3 
O 
>N 
o ■O 
^ 6 
© "O 
E - 
C/5 
(15 
CO 05 
O SZ 
05 
® ~ ^ O E. 
— Q) 
O 5 
T5 
c 
05 
CL 
CO 
SZ 
co 
o 
-o 
CO 
> 
o 
i 
o 
o 
5 
o 
o 
sz 
o Jt. 
(O CO 
=* §• 
5 
o 
05 
c 
c .. . 
o ^ 
O 05 
CO 
>, 
o E 
o 
•o 
3 
O X- 
CL 
05 
C 
o 
05 
E 
o 
CO 
o 
co 
c 
05 
e 
o 
>x 05 
cl n 
& 05 
O 
5 
CO 05 
O 
05 
b- 
o 
o 
JC 
o 
E E 
sz — 
— o 
05 3 I s ■o c 
c- o E o 
E 
o 
c 
o 
05 
05 
c 
3 
O 
>. 
c 
05 
-C 
o 
>s 
. o 
a. 
II 
^ 2 
£ 
o 
c 
JC 
CO 
CO 
o 
o 
c 
o 
T3 
05 
05 
C 
o 
^ Q5 
(D X5 
CD "O 
E 5 = = 
05 
E 
o 
o 
05 
E 
o 
c 
o 
c 
05 
05 -£- © u 
E E 
05 
JC 
2 © 
CO 
o 
o 
o 
o 
CO 
i 0) i! 
05 05 
jc jc 
T3 
C 
o 
"co k_ 
05 ■o 
c 
3 
co 
>. 
o 
CL 
05 
C 
o 
o 
z 
T5 
05 
o 
o 
co 
o 
05 
O 
SZ 05 
05 
CL 
O 
05 
- Q. 
T5 
C 
o = 
05 
5 
CO 
o 
05 
c 
05 O 
05 T3 
CL 
3 
05 
JC 
o 
05 
c 
05 
-O 
05 
JC 
05 
SI 
o 
F •- -c C— m *— 
>N 
E 05 
S3 
_ O 
c 
o 
•O 
05 
jc 
rTi "o E ■*’V» *— CD O 
> C 
05 _ 
c E 
c o c O CD O O ic TD 
05 
05 
>, 
E 
■o 
05 
E 
o 
. JC 
>> w jz o 
CO — 
b_ 05 
® £ 
05 
C 
.c 
05 
3 
o 
c 
05 
■o 
O 
O 
05 
O 
c 05 
E 
o 
c 
05 
t 
o 
c 
05 
s= 
o 
£ 
> I 
® 05 
E £ 
c = 
O 05 
o © 
Q. o 
05 05 
05 C 
— 05 
05 
E 
05 
JC 
o 
E 
CO 
CL 
CL 
O 
SZ 
o ■C 
5 
o 
05 $ — 
2 o 
_ 2 
»- 0) 
05 iZ JZ O 
o O 
c 
o 
T3 
0) 
JC 
c 0) 
3 5 
«□□□□□□□□□□□□□□□□□□□ □□□□□□□□□□ 
0'-(\jnn-io(DNmo)OT-wnTi/)(DS 
ononnnonon jTijjTJ 00 050i-C\in3-U5(OSffl 3" n-iocninmcnmininm □ □□□□□□□□□□□□□□□□□□ □□□□□□□□□□ 
e 0) 
O 
3 
O 
05 
05 
E 
05 
£ 
O 
JO 
05 
05 
_o 
05 
05 
SZ 
c 
o 
_© 
jQ 
3 
O 
05 
05 
C 
o t: 
.c — 
© sz 
2 S 
Z E 
® o 
£ O 
E 3 
o 
- 5 £ 
JC 
o 
-Q •> 
O > -C 
05 "D ~ 
05 C 5 
£ E © 
o E ° 
-Ob. 
05 JO O 5= ° — 
o £ o 
CD b. c o 
© O _ 
£ o E 
05 
c 
05 
c 
’sz 
>b 
c 
o 
T3 
05 
05 
3 
05 
. cn 
05 o 
E - 
o © 
•C E 
1 ® >> c 
05 2 
S o 
«- 05 © C 
05 c Q. © 
3 05 
«. JC 
05 O 
05 — 
05 
05 
C 
05 
© £ 
05 
E 
o 
sz 
© 
> 
o 
© 
o ^ 
05 
O >» 
§£ 
° ;o 
> *C/) 
E § 
05 O 
2 >, jc = 
£ § 
1 S 
I « 
Ex £ 
o o 
CL CL 
E 5 C—. ^ 
© 
E 
sz 
o 
3 
E 
o 
o 
_>> rz 
o 
© 
CL 
X 
0 
o <n 
> c 
£ £ 
05 
O 
© 
O 
CL © > 
05 ^ 
I 
>s 
E 
• c 
05 — 
I = © _
X5 ■© 
O X 
sz E 
05 _ 
i S 
© 05 
© 
JC 
« w c 
1 E “ 2 E 5 
>» o tn 
~ © 
s | I 
— r-i ■>* 
E c 
£ o § 
5? J E 
O £ © 
5 o & 
© © CD 
05 > “ 
m 
b O © 
C 
CL 
O © CL 
05 
O 
E 
tn 
O 
05 
c 
£ •§ 
© £ 
V5 CD 
i* 
© © 
,© O' 
c o 
© c 
o 
o 
sz 
o © 
>. 
o 
tn 
o 
3 W 
3 
>. 
O 
tn 
E 
o 
c 
o 
JZ 
LJJ .i-- -i_ 2 XI JZ O E ^ ~ 
. "O © © 
E 
■o b_ 
o c © 
— OS: 
05 to 9 
c £ 
£ -O £ 
©co 
E 3 CD 
g £ O. 
m C O 
© © © 
5 ° f- 
-c 05 
•— >b o 
© 
E 
05 
c 
sz 
tn 
3 
CL 
© — 5= O O o 
tn ^ 
£ ° c © 
© _ 
o ° Q- T3 
>b ® 
c CT c o b. 
~ 3 
« o 
O 
© X5 
© — 
— © 
>b 05 
O C 3 05 © c 
3 O 
© 
tn 
© 
© 
c 
o 
© 
I § 
« T5 
CD © 
I = 
^ s. 
^ T3 © ^ 
> © 
> JZ) 
c — 
© c 
tz a 
o o 
© 
£ 
© 
05 
O 
c 
3 
5Z t © 
© 
> 
o 
05 
c 
sz 
t © 
§ §. 
3 E 
-O o . ” 
° © 5 C 
^ 3 = ° g « ° « 
©loo 
> CL © CL 
® E E £ 
c © 
^cvico^uicbrslodoid^cvicoaitoto^oooo-evjrjaj^®^®^ 
□□□□□□□□□□□□□□□□□□□□□□□□□□□□□ 
is □□□□□□□□□□□□□□□□□□□□□□□□□□□□□ 
Coopersmith Self-Esteem Inventories 
317 
©
 
19
67
 
by
 
W
.H
. 
Fr
ee
m
an
 
& 
C
o.
 
Pu
bl
is
he
d 
In
 
19
01
 
by
 
C
on
su
lti
ng
 
Ps
yc
ho
lo
gi
st
s 
Pr
es
s,
 
In
c.
 
Al
l r
ig
ht
s 
re
se
rv
e
d.
 
It 
Is
 
u
n
la
w
fu
l t
o 
re
pr
od
uc
e 
o
r 
a
da
pt
 
th
is
 
fo
rm
 
w
ith
ou
t w
rit
te
n 
pe
rm
is
si
on
 
fr
om
 
th
e 
Pu
bl
is
he
r. 
APPENDIX F 
RAW DATA FOR SUBJECTS 
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Subjects Pre/Post Raw Data Scores 
on the Coopersmith Self Esteem Inventory 
Subjects A 
General Self 17/17 
Social Self 7/7 
Home-Parents 3/5 
School-Academic 2/4 
Total Self 58/66 
possible score for each 
General Self 26 
Social Self 8 
Home-Parents 8 
School-Academic 8 
Total Self: all scales x 
Pre/Post Test Scores 
B C E E 
15/22 22/22 15/20 22/21 
7/8 5/8 5/8 8/8 
8/8 4/8 8/8 8/8 
6/6 2/6 2/6 7/8 
72/80 52/88 74/88 74/74 
each subscale is as follows: 
2 = 100 
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Raw Data for Individual Subjects 
Pre/Post Test Performances 
on the Kernan Learning Disabilities Inventory 
Pre/Post Test Scores 
Subjects 
Training 
Sessions 
A B C D E 
1. 6/10 6/10 2/10 6/10 6/10 
2. 3/6 2/4 2/6 3/6 4/6 
3. 3/7 2/7 3/8 3/8 4/8 
4. 5/14 5/14 5/14 5/14 3/14 
5. 0/7 4/7 3/8 3/8 3/7 
6. 3/5 2/5 0/6 4/6 4/5 
7. 3/5 2/5 2/5 3/5 3/4 
8/9. 0/8 3/8 1/8 5/8 3/7 
Total possible 
Session 1 
Session 4 
Session 7 
raw score for each 
= 10; Session 2.= 
= 14; Session 5.= 
= 5; Session 8/9 = 
of the training 
6; Session 3.= 8 
8; Session 6.= 6 
8. 
sessions 
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Personal Data of Subjects 
Date of Admission to Facility- 
Subjects : 
A 4/2/91 
B 8/15/90 
C 5/29/91 
D 6/18/91 
E 5/2/91 
Assessment Results Across Subjects 
A B C D E 
Age 17-10 16-10 13-8 15-2 17-2 
I.Q. Full Scale FS 82 FS 81 FS 78 FS 93 FS 82 
Verbal V 71 V 78 V 84 V 86 V 82 
Performance P 100 P 87 P 75 P 104 P 85 
Grade Equivalent 
Key Math 5.0 
Woodcock Rd.ing (B) 4.7 
5.5 5.9 7.2 7.5 
5.2 6.6 4.2 7.2 
Clinical Eval. Lang 
Age Equivalent Score 8.0 9.0 9.11 15.5 11.7 
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